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 THE UNIVERSITY OF SAN FRANCISCO 
Dissertation Abstract 
 
Survival of the Fittest: Perceptions of the Effectiveness of 
California’s BTSA Induction Program 
 
 
       Beginning teachers’ success in the San Ramon Unified School District (in Northern 
California) was developed during their participation in the district’s Beginning Teacher 
Support and Assessment (BTSA) Induction Program. Over the past decade, BTSA had 
been perceived as a duplication of pre-service course work; so much so, new teachers did 
not appreciate or value the benefits of what BTSA Induction had to offer.   
       The purpose of this study was to examine how successfully beginning teachers were 
supported during their first two years of teaching while participating in BTSA. This study 
examined how mandated changes from SB 1209 impacted the effectiveness of the 
program. The focus was twofold: to explore what factors influenced BTSA Induction and 
to gather and analyze the perceptions of eight second year new teachers and four full time 
mentors as to the effectiveness of their BTSA Induction experience.  
       Qualitative research methodology was used to explore the effectiveness of induction 
from the participants’ perceptions. The study consisted of a review of the literature, 
examining the district’s teacher retention data, and by conducting inter-active dialogues 
with mentors and beginning teachers. These dialogues provided personal and reflective 
perspectives that added to the knowledge base of what constitutes an effective induction 
program; one that enhances and extends the habits of mind of life-long learning.  
       The findings of this study indicated that successful induction programs possess the 
following qualities: (a) mentor support and guidance, (b) collaboration/collegial 
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networking, (c) required paperwork, (d) staff development/meetings, (e) program 
modifications, (f) duplication of pre-service course work, (g) developing the leadership 
role of mentors, and (h) future recommendations for the district. Conclusions drawn from 
this research indicated the district was implementing a highly successful induction 
experience for new teachers, as well as its mentors (veteran teachers). 
 This dissertation, written under the direction of the candidate’s dissertation committee 
and approved by the members of the committee, has been presented to and accepted by 
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degree of Doctor of Education.  The content and research methodologies presented in this 
work represent the work of the candidate alone. 
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Chapter I 
The Research Problem 
Introduction 
Beginning teachers should be effective educators once they complete their 
university credential requirements, but this is not always true. Robert Greenleaf may have 
said it best when he stated that “One gets what one is ready for, what one is open to 
receive” (Greenleaf, 1997, p. 813). “California’s teacher shortage can be reduced 
significantly if policy makers and educators take bold steps to retain teachers” (Futernick, 
2007, p. 11). The recommendations developed by the Center for Teacher Quality at the 
California State University focus on the attrition of new teachers before they retire, which 
it deems is a major contributor to California’s teacher shortage. Approximately 2000 
public school teachers participated in an online survey which examined the professional 
and personal reasons for early-exiting and/or staying in the teaching profession. “If the 
state does not take action to reduce the qualified teacher shortage, experts have shown it 
will only get worse” (Futernick, 2007, p.1).  
Futernick further states “Researchers estimate that California spends hundreds of 
millions of dollars annually to recruit, screen, and prepare individuals who replace pre-
retirement teachers who leave the profession” (2007, p.1). “According to the Schools and 
Staffing Survey, 64,954 [United States] public schools reported vacancies during the 
2003-04 school year. Even more alarming is the fact that projections suggest teacher 
attrition rates will continue to soar, while student enrollments climb, well into the 21st 
century” (Mihans, 2008, p.1). The shortage of new teachers is steadily growing 
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 throughout America’s school systems. Many creative, energetic, and enthusiastic 
educators are quitting the teaching profession within the first five years of their careers. 
What can be done to keep these talented and dedicated teachers in the classroom? The 
National Center for Education Statistics surveyed current and former teachers to get more 
information on teacher retention. In 2005, 20% of brand new public school teachers left 
their teaching career behind for greener pastures--that’s more than double the natural 
attrition for teachers that same year at only 8%. Surprisingly, it isn’t just a public school 
problem. Private schools lost 16% of their staff that same year. Of those who left the 
profession that year, only 30% is attributed to retiring teachers - 70% left for other 
reasons. (http://www.TheApple.com) 
This phenomenon was widespread throughout the country, but one that especially 
affected California school districts. Change was needed or California school districts 
would be facing significant financial and personnel losses related to beginning teachers 
early-exiting the profession. Ingersol (2001), stated in Moir, “Current national retention 
data estimate the new teacher attrition rate at nearly 40 percent after four years” (Moir, 
2003, p.2).   
Teaching has gotten harder. Keeping up with the standards, the pressure of 
testing and crowded schedules and classes all present challenges to today’s 
teacher. We recently asked TheApple members why teachers quit. They 
cited low salary, feeling overloaded, fear, and lack of training to name a 
few. (Hare, 2005)  
 
Forty percent of beginning teachers early-exit the profession (Moir, 2005) by 
becoming overwhelmed and frustrated as they embark on their new careers. The reality is 
they feel isolated from their colleagues, consumed by administrative tasks, teach in sub-
standard learning and environmental conditions, lost while developing curriculum that 
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 must meet the academic standards set by the state and district, while at the same time 
learning students’ names and needs. “In short, they find themselves doing two jobs at 
once: being a teacher and learning to teach” (Moir, 2003, p.2). 
Beginning teachers struggle to survive from one day to the next. They acquired 
many skills in pre-service training, but the reality of on-the-job teaching can still be a 
challenge. For this reason the Beginning Teacher Support and Assessment (BTSA) 
Induction program was created to support teachers through the early stages of teaching in 
California classrooms.  
The BTSA Induction Program was established in 1988 as part of the California 
New Teacher Project at the University of California at Santa Cruz. The legislative intent 
of Senate Bill (SB) 1422 and California Education Code 44279.1-44279.7 was to further 
train and support new teachers in an effective transition from university pre-service level 
course work through the first one-two years of induction into their teaching careers. By 
strengthening the professional success of new teachers, BTSA Induction strives to 
improve the educational performance of all California teachers as well as its students.  
What is induction? Ideally induction is a program of job-embedded professional 
growth in which teachers refine and enhance their teaching skills as they work towards 
obtaining their Professional Clear Teaching Credential. The Learning to Teach 
Continuum seen in Figure 1 is the centerpiece of BTSA Induction. The Learning to Teach 
Continuum from BTSA Basics lists five characteristics of induction: (a) application of 
prior learning, (b) formative assessment and support, (c) advanced curriculum 
demonstration, (d) frequent reflection on practice, and (e) an individual induction plan.  
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Figure 1. Learning to teach continuum. 
Adapted from Antioch Unified School District BTSA Induction Program, 2008. 
Induction for new teachers has been helpful, but has not come without issues as 
well. A significant research study (Technical Report) was published in 2007 by the 
University of California at Riverside in conjunction with the Rand Corporation as a 
follow-up to the passage of SB 1209. The purpose was to ascertain the major causes of 
discontent among beginning teachers, mentors, and interns (teachers on contract with a 
school district who are in the final stages of completing their credentialing requirements). 
What they determined was instead of in-classroom support many BTSA Induction 
programs were filled with workshops and seminars duplicating university pre-service 
programs (UC Riverside/Rand Corporation, 2007 p. vi). This only added to the stress 
beginning teachers already felt. This type of support was not working and needed to 
change. “To a significant degree, the places where BTSA training is not working well 
have arisen because university-based pre-service programs have been significantly 
revised in compliance with the expectations of SB 2042 and SB 1209” (UC 
Riverside/Rand Corporation, 2007, p.vi). Because of this, newly credentialed teachers 
viewed BTSA Induction as a duplication of what they had already learned.  
4 
 Statement of the Problem 
Teacher induction programs have been successfully, and not so successfully, 
implemented throughout Pre-K – 12 school districts in California and the nation. The 
increased need for teachers in the late 80’s and early 90’s in California classrooms was 
due to the implementation class size reduction.  Many new teachers entered the 
profession on Emergency Permits with little to no credential preparation. They soon 
found it was difficult to manage a classroom while, at the same time, acquiring the 
requisite training to complete a university pre-service program. Becoming dissatisfied 
with this newly chosen career, many began leaving the profession for other less 
challenging work opportunities. Hoping to stem the tide of teachers early exiting the 
classroom, California legislators passed legislation that created a two-tiered system for 
achieving a Professional Clear Credential. Thus the Beginning Teacher Support and 
Assessment (BTSA) Induction program became a mandate for all teachers with (SB 
2042) Preliminary Credentials.  
As university pre-service programs evolved their curriculum, complaints began to 
arise from the ranks of their participants about the numerous requirements of BTSA. 
Participating teachers throughout the state began to complain that there was a great deal 
of duplication between what they had already learned in their pre-service training and the 
professional development offered through BTSA Induction. “With the emphasis in 
university programs moving toward the same conceptions of high quality teaching as 
those underlying BTSA training objectives there has emerged a significant level of push 
back from participating teachers” (UC Riverside/Rand Corporation 2007, p.vii). 
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 They complained of filling out endless forms and assessments that didn’t seem 
related to what they were doing in the classroom. They spent countless hours in after 
school workshops or in Saturday seminars that seemed to replicate what they had already 
learned. What the participating teachers needed was less theory and more application of 
teaching skills. Engagement and enhancement of prior knowledge would be the keys to a 
more holistic approach to developing collegial collaboration and commitment.  
In 2007 the legislature once again, modified the program’s requirements. There 
was a plethora of research on the effects of participating in teacher induction programs, 
including BTSA, but there was no research available on the mandates of SB 1209. This 
research would be important to the field of education because since the new changes in 
BTSA Induction, few have documented how the changes have affected new teachers and 
mentors. 
These most recent changes in the structure of BTSA Induction became law 
through SB 1209 (Scott’s Bill) on January 1, 2007. Since the revision process was so 
recent, there was no available data to support whether the new requirements were 
effective or not in creating a seamless transition from university pre-service training 
through BTSA Induction. Additional research needed to be conducted to determine if the 
newly adopted standards from SB 1209 and the recommendations from the UC 
Riverside/Rand Corporation Technical Report made a difference in new teacher 
retention. These changes would provide new directions for BTSA Induction. 
BTSA Induction was on the verge of a transformation. The professional 
development model requiring new teachers to participate in induction activities was 
perceived as “one size fits all”, and complaints from participants eventually led to the 
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 revisions mandated in SB 1209. Further academic research added to the knowledge base 
by answering the following two questions: (a) What factors influence the BTSA 
Induction program based on the participants’ perceptions? and (b) What are the beginning 
teachers’ and mentors’ perceptions of the effectiveness of BTSA Induction?  
This study explored the perceptions of the effectiveness of BTSA Induction. In 
order to do this, qualitative data were gathered in the form of dialogues from participants 
(mentors and beginning teachers) who were involved in BTSA Induction before and 
during the transition of the new standards of SB 1209. If California was to retain 
beginning teachers, then an enhancement, not duplication, of the skills new teachers 
acquired in their university pre-service programs was vital. A tremendous void occurs 
when new teachers leave the profession, so essential support was imperative. The 2007 
Technical Report collected statewide data from 2003 to 2007 through a variety of sources 
(surveys and interviews) from individuals connected to BTSA Induction programs. The 
report provided new direction through a series of eight recommendations to BTSA’s 
Program and Common standards.  
Purpose of the Study 
 
The purpose of this qualitative study was to examine how effectively beginning 
teachers were supported during their first two years of teaching while in the BTSA 
Induction program. This study examined how the mandated changes from SB 1209 
(2007) impacted the effectiveness of California’s BTSA Induction. The focus was to be 
twofold: (a) to explore what factors influenced BTSA Induction and (b) to gather and 
analyze the perceptions of second year new teachers and mentors (through individual 
7 
 dialogues with the researcher) as to the effectiveness of their BTSA Induction experience 
in the San Ramon Valley Unified School District (SRVUSD). It was the researcher’s 
hope that participants’ responses would contribute additional data to the existing body of 
knowledge of effective new teacher support.  
The researcher gathered information from SRVUSD’s BTSA Induction program 
by having four full-time mentors and eight second year beginning teachers share their 
perceptions of the effectiveness of the program. These individuals participated in BTSA 
Induction under the district’s own modified set of guidelines for the 2007-2008 school 
year and, in addition, under SB 1209’s new mandates (2008-2009). SRVUSD has 
statistical data (Appendix F) from 2005-2008 regarding BTSA Induction, which provided 
the school district with quantitative information on the effectiveness of their program. 
However, they desired a more in-depth, qualitative study to be completed in the spring of 
2009 so that the opinions of their participants were heard. 
Second year beginning teachers and mentors who participated in BTSA Induction 
during the 2007-2009 were the ideal group with which to hold a series of dialogues. 
These individuals were participants from the SRVUSD to help determine the efficacy of 
the revised BTSA Induction standards. If it was California’s intent to retain new 
educators from exiting the teaching workforce within their first five years in the 
classroom, then further professional development offered through BTSA Induction must 
be job-embedded, meaningful, and relevant.  
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 Background and Need for the Study 
A question might be asked: “Why do new teachers quit?” The researcher believed 
a more important question, however, should be “What is it that encourages beginning 
teachers to stay in the profession?”  
Although they cover only the last four years or so, the Beginning Teacher 
Support and Assessment (BTSA) Induction program tracking system 
shows high rates of retention among new teachers entering the occupation 
through this program. And a longer term analysis of average tenure relying 
on the CBEDS/PAIF data confirms that teachers with 3 to 12 years of 
teaching experience are staying in teaching longer (raising the average 
tenure of this group by about six-tenths of a year since 2000. (UC 
Riverside/Rand Corporation, 2007, p.vii) 
 
Becoming a new teacher can be thrilling. For many, it is the achievement of a life-
long dream. Individuals may feel a calling to the profession as if they were on a mission. 
Many enter the teaching profession believing they can make a difference or a 
contribution to the lives of others. “Unfortunately, for far too many new teachers reality 
does not live up to these high expectations” (Moir, 2003, p.2). Traditionally they would 
enter a teacher credentialing program (university pre-service) where they learn 
methodology and pedagogy for the grade level(s) and/or subject matter they wish to 
teach. “They tend to romanticize the role of the teacher and the position. New teachers 
enter with a tremendous commitment to making a difference and a somewhat idealistic 
view of how to accomplish their goals” (Moir, 1990, p.1). 
During the researcher’s role as a teacher educator with a Northern California 
university for the past ten years, she realized how important it was for beginning teachers 
to be well prepared to work with all students, especially English learners and students 
from special populations. Those who enter the teaching profession must be inspired to 
meet the diverse needs of those they teach: their pre-kindergarten through twelfth grade 
9 
 students. These novice teachers must be creative; healthy in body, mind, and spirit; 
energetic; and relentless in their goals to reach even the most challenging child. They 
must understand the theories of learning, motivation, and retention, while at the same 
time managing a classroom of 20-35 students all with differing interests, needs, skills, 
and abilities. California’s beginning teachers face challenges that many of their 
colleagues didn’t face when they started their careers in the classroom. First and 
foremost, the demographics in California’s, as well as the nation’s, public schools have 
changed. “About a quarter of California's public school students need to learn English in 
order to succeed in school. The percentages are highest in the early grades - more than 
12% of kindergartners in 2007-08. About 85% of the English learners speak Spanish” 
(http://www.cde.ca.gov/ds/). 
According to a report developed by the New Teacher Center (NTC) at the 
University of California, Santa Cruz, “In the mid-1980s, California found itself facing a 
crisis, one caused primarily by exceptionally low rates of teacher retention….Finding, 
and, more importantly, retaining qualified teachers had become almost impossible for 
many rural and urban districts” (Moir, 2003, p.3). Beginning teachers struggled to 
succeed even though many had not had the necessary training in their pre-service 
programs to meet the needs of the students they were facing on a daily basis. It became 
the “sink or swim” method of survival. According to Moir the “turnover rates were high, 
particularly among minority teachers” (2003, p.3).   
According to a NTC analysis “economic burdens that result when a new teacher 
walks away from the profession,” cause everyone to lose. Not just those connected with 
the school site (students, parents, administrators, and colleagues); it is broader in scope. 
10 
 There is the initial cost of teacher credentialing and university pre-service course work, 
professional development expenses that provide the beginning teacher with ongoing 
training and support, and the effect of teacher loss on student achievement. “We estimate 
that these ‘hidden costs’ of teacher loss are ten times greater that the direct costs of 
replacing teachers” (Moir, 2003, p.3).  
The implementation of SB 1209 created a need for additional study into the 
effectiveness of new teacher support. BTSA Induction was initially created 20 years ago. 
The current mandates from SB 1209 were so new there was a need to analyze their 
impact on California’s beginning teachers’ guidance and support.        
The California BTSA Induction program, like other new teacher support 
and induction programs, rests on two broadly supported research findings. 
First, it is widely believed that the performance level of teachers 
throughout the public school system is in need of significant improvement. 
The need for improvement is seen as substantially beyond what can be 
expected from university-based pre-service training programs….A second 
broadly supported research conclusion that lies behind the creation of 
BTSA, and other induction programs across the nation, is the proposition 
that there is an unacceptably high level of teacher turnover at the school 
level and attrition rate from the occupation. (UC Riverside/Rand 
Corporation, 2007, p.ii) 
 
In 1998 the University of California at Santa Cruz, along with the Santa Cruz 
County Office of Education created a partnership called The Santa Cruz New Teacher 
Project (SCNTP). They began with 42 elementary teachers in local school districts 
throughout the county. The key to this venture was the fact that these “exemplary 
teachers, released full time, acted as mentors, providing individualized support” (Moir, 
2003, p.3) to beginning teachers. The New Teacher Center at UC Santa Cruz and The 
Santa Cruz New Teacher Project served as a model for the type of support needed to 
sustain new teachers as they began their careers.  
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 In 1992, California implemented legislation in the form of Senate Bill (SB) 1422 
which, along with Assembly Bill (AB) 1266, established the Beginning Teacher Support 
and Assessment (BTSA) program. This model was designed around the concept of using 
mentor-based programs throughout the state such as were found in the SCNTP. The 
SCNTP program became the basis for creating BTSA Induction.  
A central finding of this [SCNTP] research identified the need to provide 
beginning teachers with focused induction support. To be useful, the 
support must be provided at a sufficient level of intensity to make a 
difference in the performance, retention, and satisfaction of beginning 
teachers. (http://www.btsa.ca.gov/btsabasics)  
  
According to the SCNTP, “this legislation encouraged the coordination and 
collaboration between local and regional school districts, county offices of education, and 
colleges and universities to provide professional development and support for beginning 
teachers” (www.btsa.ca.gov/btsabasics).  
In 1998, California’s Commission on Teacher Credentialing (CCTC) sponsored, 
and the Governor signed, legislation that restructured teacher credentialing. This new 
legislation was enacted by SB 2042 and re-designed how teachers would learn to teach in 
California’s classrooms. Major reforms included: (a) the creation of multiple, standards-
based routes into teaching; (b) alignment of teacher preparation standards with State 
adopted academic and content and performance standards for students; c) a new 
requirement that teachers pass a teaching performance assessment embedded in their 
preparation program prior to earning a preliminary teaching credential; and (d) a new 
requirement that teachers complete a two-year induction program of support and 
assessment during the first two years of teaching in order to earn a California Clear 
Teaching Credential (www.btsa.ca.gov/btsabasics). 
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 Even with this new direction of support for beginning teachers, BTSA Induction 
faced challenges the program had not foreseen. When BTSA was originally created pre-
service programs had not included much of the constructivist methodology and pedagogy 
that is now incorporated into their credential courses. Early BTSA Induction professional 
development, along with mentor teacher assistance, were to fill a much needed gap from 
application to practice in the field for beginning teachers. With the implementation of SB 
2042, credential programs were significantly restructured to meet the diverse needs of 
California’s public school populations. More training was put into requirements for 
course work to meet the needs of students from special populations, ethnically and 
economically diverse student demographics, as well as English learners.  
Up until the implementation of SB 2042 California universities and colleges with 
approved teacher credential programs provided all of their teacher candidates’ pre-service 
training (Preliminary Teaching Credential course work), as well as recommending the 
teachers for a Professional Clear Credential. With the introduction SB 2042 this changed.  
Currently California’s Education Code directs public school districts, known as local 
education agencies (LEA), or county offices of education (COE) consortia, to apply for 
teachers’ Professional Clear Credentials.  
LEAs and COEs may apply for, and receive, state funding to support induction 
programs through the Beginning Teacher Support and Assessment System. In order to 
receive funding to conduct such programs, LEAs, as well as, COE BTSA Induction 
consortia had to develop and implement teacher induction programs that were rigorously 
evaluated to meet quality Common and Program Standards adopted by the CCTC and the 
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 Superintendent of Public Instruction (SRVUSD BTSA Induction Program Participating 
Teacher Handbook, 2008-2009). 
Further legislation provided clarification to support the issues the participating 
teachers were complaining about. SB 1209 (Scott), implemented January 1, 2007, 
streamlined the induction process, providing a directive to guide and document a BTSA 
Induction candidate’s application of prior knowledge in five defined standards.  
These five standards were revised in 2008, and now include two major areas: 
Pedagogy (Standard 5) and Universal Access-Equity for All Students (Standard 6) 
(Appendix A). BTSA Induction standards are aligned with the six California Standards 
for the Teaching Profession (CSTP) (Appendix B). These standards are (a) Engaging and 
Supporting All Students, (b) Creating and Maintaining Effective Environments for 
Student Learning, (c) Understanding and Organizing Subject Matter for Student 
Learning, (d) Planning Instruction and Designing Learning Experiences for All Students, 
(e) Assessing Student Learning, and (f) Developing as a Professional Educator. The 
intentional link between the CSTP and BTSA Induction standards was to bridge the gap 
between university pre-service training and new teacher support (Appendix C). 
Research Questions 
This study addressed two research questions as it explored and analyzed the 
perceptions of effectiveness from mentors and beginning teachers the San Ramon Valley 
Unified School District’s BTSA Induction program.  
1. What factors influence the Beginning Teacher Support and Assessment Induction 
program based on participants’ perceptions?  
 
2. What are the beginning teachers’ and mentors’ perceptions of the effectiveness of 
BTSA Induction?  
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Theoretical Foundations 
The theoretical framework for this study encompassed the constructivist learning 
theory of John Dewey, supported by the social development theory of Leo Vygotsky. 
Dewey (1938) believed that learning is done in a context of experiences that are cognitive 
as well as social. Individuals learn from text and other educational resources, in addition 
to interaction with others. The researcher believed this was true for beginning teachers as 
well. When they complete their university pre-service program they bring with them a 
body of knowledge acquired in course work and student teaching experiences. It is 
essential that BTSA Induction programs build on this prior knowledge so that 
participating teachers will benefit from ongoing support in the form of formative 
assessment.  
Formative Assessment is part of the instructional process. When 
incorporated into classroom practice, it provides the information needed to 
adjust teaching and learning while they are happening. In this sense, 
formative assessment informs both teachers and students about student 
understanding at a point when timely adjustments can be made. These 
adjustments help to ensure students achieve targeted standards-based 
learning goals within a set time frame. (Garrison & Ehringhaus, n. d. p.1) 
 
The constructivist learning theory “is a theory of knowledge acquisition built on 
the idea that the learner interacts with new information to ‘construct’ meaning from it” 
(Ryan & Cooper, 2007, p.365). Constructivism “provides a frame of reference for 
organizing classroom practices so that students [the participating teachers] learn” (Ryan 
& Cooper, 2007, p.365). Learners understand best by connecting what is already known 
(prior knowledge, attitudes, and values) to something new. This approach requires 
teachers to ‘actively interact’ with the learning process. They must constantly ask 
15 
 themselves, “What makes sense? What happens when I do this or change that?” (Ryan & 
Cooper, 2007, p.365). This reflective practice assists all teachers, not just those beginning 
their careers, to better understand their teaching practices. 
After leaving their university pre-service programs, beginning teachers should be 
supported by mentors who understand the constructivist approach to acquiring (or 
enhancing) new knowledge. An important concept in constructivist theory is that new 
teachers must be responsible for their own actions; the results of which are student 
learning outcomes. When beginning teachers are successful in their classrooms, students 
achieve better.  
The constructivist theory is supported by Russian theorist Leo Vygotsky’s social 
development theory. This focuses on the idea that “social interaction plays a fundamental 
role in the development of cognition” (http://tip.psychology.org/vygotsky.html). 
Vygotsky developed theories around how children learned new skills, but they apply to 
adults as well, in other words, beginning teachers.  
A second aspect of Vygotsky's theory is the idea that the potential for 
cognitive development depends upon the "zone of proximal development" 
(ZPD): a level of development attained when children engage in social 
behavior. Full development of the ZPD depends upon full social 
interaction. The range of skill that can be developed with adult guidance 
or peer collaboration exceeds what can be attained alone. (Vygotsky, 
1978) 
 
When participating teachers are provided direct assistance from a well-trained 
mentor, Vygotsky’s theory of the Zone of Proximal Development, Figure 2, comes into 
play. It illustrates how learners move from what is known to what is unknown. In other 
words, the learner moves from skills that might be too difficult to master alone, to skills 
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 that can be learned with the guidance and support of a more knowledgeable person 
mentor).  
 
Figure 2. This is called the zone of proximal development. 
Adapted from Those Who Can, Teach, by K. Ryan and J. M. Cooper, 1972, Boston, MA: 
Houghton Mifflin. 
This is the zone where the pairing of experienced and novice teachers allows 
individuals to reach higher levels of competence and assurance than if they had attempted 
to accomplish the task on their own. “Induction programs accelerate the effectiveness of 
new teachers, fast-tracking their progress to exemplary teachers with the ability to 
positively impact student achievement” (Moir, 2009). Mentors are able to build a scaffold 
for new teachers which will support their development as they become more proficient in 
the classroom. For this reason, it was essential that the match between the new teacher 
and his/her mentor was so important. By building a scaffold on prior experience, new 
teachers will be able to do ‘today’ what they learned ‘yesterday’.  
Becoming mentors provides veteran educators with an opportunity to take on new 
roles within their district. Some mentors are released full-time to support beginning 
teachers and some remain in the classroom and work with their participating teachers 
after the students have gone home. SRVUSD uses a mixed-model approach in their 
BTSA Induction program; at the time of this study, they had five full release time mentor 
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 teachers and 87 part-time mentors who remain as classroom teachers during the school 
day. Mentors are teacher leaders in their own right. They must possess skills and abilities 
that connect them to participating teachers. Goleman, Boyatzis, and McKee state in order 
for mentors to effectively connect with others they must possess resonance: 
The root word of resonance is revealing: the Latin word resonare, to resound. 
Resonance, the Oxford English Dictionary states, refers to “the reinforcement or 
prolongation of sound by reflection,” or more specifically, “by synchronous 
vibration.” Resonance comes naturally to emotionally intelligent (EI) leaders. 
(Goleman, Boyatzis, & McKee, 2002, p.20) 
Since resonance comes naturally to people with a high degree of emotional 
intelligence (self-awareness, self-management, social awareness and relationship 
management), it is important to note that intellectual aspects are involved as well. 
Goleman, et al., go on to state effective mentors are attuned to other people's feelings and 
move them in a positive emotional direction. They speak authentically about their own 
values, direction and priorities and resonate with the emotions of surrounding people. 
Under the guidance of an effective mentor, people feel a mutual comfort level. Mentors 
must resonate with their new teachers. They must possess a high degree of emotional 
intelligence, as well as intellectual intelligence. It is this emotional intelligence that has 
encouraged them to develop the following essential mentoring attributes: 
Self Awareness - which is your ability to understand your strengths 
and weaknesses  
Social Skills - which is how you relate to others and build rapport  
Self Regulation - the ability of leaders to think things through before 
reacting to a situation  
Motivation - a strong will or a drive to succeed  
Empathy - the ability to understand another's point of view. (Goleman, 
et al., 2002) 
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 Mentors must be visionaries when supporting beginning teachers. They should be 
able to see into the future, so to speak, and understand the developmental phases 
(Appendix D) that a new teacher goes through. From anticipation through disillusionment 
to rejuvenation, the novice teacher is guided through a process of stages by their mentor, 
someone who has the wisdom and expertise to empathize, motivate, and encourage 
his/her protégé during those first two years in the classroom.  
Definition of Terms 
 
The following terms represent many of the concepts commonly used in this study. 
It was the researcher’s intent, that by defining these terms, the reader would be provided 
with additional background knowledge associated with educational terminology. As with 
many professions, education uses a specific vocabulary of terms which were used in this 
study. Definitions are a guide to further explanation. 
Authentic teaching: Authentic teaching refers to learning that is genuine and 
connected rather than something that is fake and fragmented. Teachers who practice 
authentically help students connect learning to life. Authentic teaching actively engages 
teachers and students in developing new understandings and knowledge. 
Beginning Teacher Support and Assessment (BTSA) Induction: A program that 
provides newly-credentialed teachers focused induction support in their first two years of 
teaching. This program aims at improving teacher practice and retaining teachers. The 
participating teacher uses formative assessment events to guide his or her practice and 
reflection in the areas of lesson planning, student assessments, and observations of 
teaching.  
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 California Commission on Teacher Credentialing (CCTC): The purpose of the 
Commission is to ensure integrity and high quality in the preparation, conduct and 
professional growth of the educators who serve California's public schools. Its work shall 
reflect both statutory mandates that govern the Commission and research on professional 
practices (http://www.ctc.ca.gov). 
California Department of Education (CDE): Provides leadership, assistance, 
oversight, and resources so that every Californian has access to an education that meets 
world-class standards (http:www.cde.ca.gov).  
California Formative Assessment and Support System for Teachers (CFASST):  A 
support system used by BTSA Induction programs and developed by the California 
Department of Education (CDE), California Commission on Teacher Credentialing 
(CCTC) and Educational Testing Service (ETS). It entails developmental professional 
growth cycles of Plan-Teach-Reflect-Apply for the purpose of improving teaching 
practices (California Commission on Teacher Credentialing).  
California Standards for the Teaching Profession (CSTP): Adopted in 1997, these 
six standards were developed to address and define teacher development in California. 
They are designed to be used by teachers to prompt reflection about student learning and 
teaching practice. They also help develop professional goals to improve teaching practice 
and further guide, monitor, and assess a teacher’s progress toward achieving 
professionally accepted goals/benchmarks (Appendix B) (California Commission on 
Teacher Credentialing and California Department of Education). 
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 California Basic Educational Data System (CBEDS): An annual collection of 
basic student and staff data; includes student enrollment, graduates, dropouts, course 
enrollment, enrollment in alternative education, gifted and talented education, and more. 
Clusters: California divides the state into six regional areas (Appendix E), each 
having its own Cluster Director, for the implementation and management of BTSA 
Induction programs.  
County Office of Education (COE) BTSA Consortia: County Offices of Education 
within BTSA Cluster regions form consortia to administer induction programs for 
beginning teachers when school districts (Local Education Agencies) partner with the 
county office. 
Dialogue and Conversation: Dialogue is speech (or what is talked about) across, 
between, or through two or more people. It possesses a particular kind of social 
relationship and interaction (conversation) that engages the participants in more than just 
a question and answer sequence. It is built around the concepts of concern, trust, respect, 
appreciation, affection, and hope. Four individuals were instrumental in developing the 
concept of Dialogue: Paulo Freire, Han-Georg Gadamer, Jürgen Habermas, and David 
Bohm (http://www.infed.org/biblio/b-dialog.htm).  
Induction: A program of job-embedded professional growth in which teachers 
refine and enhance their teaching skills as they develop professional habits of mind while 
working towards obtaining their Professional Clear Teaching Credential. The goal for 
everyone participating in induction is to create schools and classrooms that are nurturing 
and caring places for all. 
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 Learning to Teach Continuum: Developed by CCTC and the CDE, this is a full 
range of teacher development and support concepts that serve new teachers at all stages 
of teaching preparation. Teachers with a Preliminary Teaching Credential are served 
during their first two years of teaching through the BTSA Induction program, which 
provides formative assessment and individualized support.  
Local Education Agency (LEA): The local school district who has a Board of 
Education elected by the local community of voters that oversees all functions of the 
district. 
Mentors: Veteran teachers who have been selected to provide job-embedded 
guidance and support through induction to a new teacher during the first two years of 
employment. In some induction programs these individuals are called support providers 
or coaches.  
New Teacher: The term ‘new teacher’ referred to beginning, novice, and/or 
participating teachers. New teachers are those with a Preliminary Credential who are in 
the first two years of their careers in the profession.   
New Teacher Center Formative Assessment System (SCNTC-FAS): Based on a 
philosophy of collegiality, reflection and action, this system (known as FAS) is supported 
by a set of tools and processes designed to link new teacher learning and mentoring, and 
develop professional habits of inquiry and action. Together, the participating teacher and 
mentor identify accomplishments and challenges. They connect the work to professional 
areas for growth, as well as student academic needs, using tools which are designed to be 
both embedded in the day-to-day practice of teachers and structured to provide 
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 opportunities for experienced teachers to share their knowledge and expertise with 
novices (New Teacher Center website) http://www.newteachercenter.org). 
National Center for Education Statistics (NCES):  U.S. Department of Education.  
Professional Assignment Information Form (PAIF): Annual collection of data 
related to employment assignment(s) in California’s public schools. 
Program and Common Standards for BTSA Induction: BTSA Induction is 
comprised of a series of Program and Common Standards that encompass the 
administration of the program and, in addition, provide specific direction for BTSA 
participants to demonstrate effective teaching practices. 
Senate Bill 2042:  In 1998, SB 2042 (Alpert/Mazzoni, Ch. 548, Statutes of 1998) 
re-designed the architecture of Learning to Teach in California to include four major 
reforms: (a) The creation of multiple standards-based routes into teaching (The 
Learning to Teach Continuum); (b) Alignment of teacher preparation standards 
(California Standards for the Teaching Profession and BTSA Induction Standards) with 
State adopted academic and content and performance standards for students; (c) A new 
requirement that teachers pass a Teaching Performance Assessment (TPA) embedded in 
their preparation program prior to earning a preliminary teaching credential; (d) A new 
requirement that teachers complete a two-year induction program of support and 
assessment during the first two years of teaching in order to earn a Professional Clear 
Credential. 
Senate Bill 1209: In January, 2007 SB 1209 (Scott Bill) was implemented. The 
legislation removes some requirements for entry into the teaching profession, provides 
training and support to new teachers, and offers incentives to encourage veteran teachers 
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 to serve as mentors in high need schools. Part of the streamlining process includes a 
directive to guide and document a BTSA Induction candidate’s “application of prior 
knowledge” in Induction Standards 15–20. 
Standards for Quality and Effectiveness for Professional Teacher Induction 
Programs: Twenty Induction Standards legislated by SB 2042 in 1998 and implemented 
over a five year time period. These standards guide the design and implementation of 
support and professional development services for teachers participating in BTSA 
Induction programs. Districts or consortia submit detailed Induction Plans to the CCTC 
based on these standards and their elements for approval as Induction programs. 
Teacher Performance Assessment (TPA): Four assessments are set forth under the 
direction of SB 2042 and the CCTC/CDE to evaluate teacher performance in California’s 
Pre-K – 12th grade classrooms. These assessments are labeled: (a) Subject-Specific 
Pedagogy Task, (b) Designing Instruction Task, (c) Assessing Learning Task, and (d) 
Culminating Teaching Experience Task. Each assessment is related to the 13 Teacher 
Performance Expectations.  
Teacher Performance Expectations (TPE): Thirteen standards set forth under the 
direction of SB 2042 and the CCTC/CDE to guide and evaluate teacher performance in 
California’s Pre-K–12th grade classrooms.  
Limitations of the Study 
Delimitations. There are many professional skills developed by beginning 
teachers throughout their pre-service preparation credentialing programs.  However, 
research has demonstrated that additional support and training are necessary during those 
early years in the classroom. Teachers’ competence and confidence levels may be 
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 strengthened by participating in a classroom-embedded induction program, or they may 
not be. This study was not intended to represent all possible reasons for new teacher 
attrition in California schools (for example: low salary, poor working conditions, lack of 
instructional materials, and/or receiving yearly lay-off notices), but rather focused as a 
starting point for further study. There was a significant body of research that supported 
induction for new teachers, but there is little data collected on the recent changes to 
California’s BTSA Induction mandated by SB 1209.  
Generalizations for the interview population (twelve volunteers) were limited to 
one school district’s request for an in-depth, qualitative study analysis of the participants 
perceptions’ of the effectiveness of their BTSA Induction program. The research was 
limited by an individual’s competence as a new teacher or how effective the mentor 
teacher was in developing the necessary leadership skills to support and guide a 
beginning teacher’s professional development. Some mentor teachers may not have had 
the opportunity to develop or experience implementing the requisite skills that new 
teachers needed to support them. These delimitations indicated the scope of the study to 
be undertaken in this research. 
Limitations. There were limitations inherent in this study. Since the demographic 
questionnaire was a researcher-developed instrument, there might have been additional 
information about the twelve participants that was not asked. The interview questions, 
also researcher-designed, addressed the participants’ perceptions of the effectiveness of 
their school district’s BTSA Induction program. The perceptions’ of the beginning 
teachers differed from the perceptions’ of the mentor teachers as to how effective BTSA 
Induction has been over the past two years.        
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 Finally, a limitation of the design was the interview population. The population 
sample (one of convenience) focused on twelve participants who were involved with the 
district’s program during the 2007-2009 school years. Eight participating teachers and 
four full time mentor teachers were the interview group. Seventy-nine participating 
teachers were invited to participate in an interview, and from all who positively 
responded, eight were randomly chosen (along with four alternates). The responses from 
this population adequately reflected the responses of those who did not choose to 
participate in the study. Another limitation was the fact that these responses reflected the 
perceptions of the participants in one school district and not throughout California.  
Significance of the Study and Applications 
SRVUSD wants their beginning teachers to thrive in the classroom and they will 
do this by establishing professional habits of mind and behavior, building upon their 
teacher preparation experience, continuing professional norms of collaboration and on-
going learning, improving teacher performance, and increasing student achievement, 
especially among traditionally underserved student populations. 
Those who receive their California Preliminary Credential move along a 
continuum of learning to teach.  The Learning to Teach Continuum illustrates the 
pathway that beginning teachers embark upon towards their Professional Clear 
Credential. Having completed their university pre-service training, they move into the 
area of professional credential preparation. The components of which make up BTSA 
Induction:  
1. Job embedded professional development 
2. Professional Clear Credential route 
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 3. Pathway for professional growth 
4. Collaborative partnership with a support provider, coach, mentor 
5. To establish professional habits of mind and behavior 
6. Build upon their teacher preparation experience  
7. Continue professional norms of collaboration and on-going learning 
8. Improve teacher performance 
This type of professional growth is essential for beginning teachers. If new 
teachers are to be successful in their profession beyond its early stages, then providing 
them a career-enhancing, job-embedded induction program is the key. SRVUSD chose to 
implement many of the recommendations presented in the Technical Report two years 
before the report was published. SRVUSD did this because they listened to their 
participating teachers who indicated on annual and mid-year survey data they wanted 
more formative assessment (coaching, modeling, direct feedback, and one-on-one contact 
with their mentors) along with fewer required workshops, training in instructional 
technology, and the endless filling out of forms. The district’s BTSA Induction leadership 
listened and responded to these suggestions even though the state requirements were 
heavy into professional development through university style workshops and seminars. 
This “checklist” approach wasn’t providing new teachers the support they felt they 
needed, so SRVUSD took a brave leap and modified their program.  
Many of the recommendations from the Technical Report put more emphasis on 
collegial connections and less emphasis on “seat time” (listening to presentations on how 
to implement strategies after a long day of teaching). When the Technical Report first 
appeared in October 2007, SRVUSD was elated that they had moved in the right 
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 direction. Stake holders such as school districts, BTSA Clusters directors, County Office 
of Education BTSA Induction consortiums, Institutions of Higher Education (IHEs), and 
the CCTC, would find the results of this study relevant so that data could be used to 
further strengthen BTSA Induction programs.  
Summary 
California created the Beginning Teacher Support and Assessment (BTSA) 
Induction program to guide and assist newly credentialed teachers formulate a seamless 
and successful transition from their university pre-service training to the classroom. In 
2006-2007 California spent more than $93 million dollars supporting BTSA Induction 
programs throughout the state’s six Cluster areas (UC Riverside/Rand Corporation, 2007, 
p.14). Provisions in SB 1209 “…indicate that similar to the original BTSA funding 
formula, LEAs will now receive funding based on the number of eligible participants in 
each approved BTSA program instead of on what they received in Teacher Credentialing 
Block Grant (TCBG) funds in the prior year” (UC Riverside/Rand Corporation, 2007, p. 
15). 
However, when complaints surfaced from participating teachers about the 
redundancy of training between pre-service and existing programs, the legislature 
implemented SB 1209 in January 2007 to remedy issues and concerns. Significant 
changes mandated by this legislation were to improve the program. Efforts to enhance 
and coordinate the components of BTSA Induction with university pre-service programs 
were among its goals.  
BTSA Induction was created to support beginning teachers through the first two 
years of their careers. The challenges they faced were numerous, and at times, 
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overwhelming. BTSA Induction may not have eliminated these challenges, but instead 
provided participating teachers with opportunities to develop coping strategies so they 
would be able to weather the storms of daily classroom life.  
The road to receiving a California Professional Clear Teaching Credential is long 
and arduous, but rewarding for those who achieve their goals. The researcher explored 
the requirements of this journey and how continued support, once in the classroom, might 
ensure the success of beginning teachers. There was a wealth of academic literature on 
beginning teacher retention and attrition rates. The focus of interest, however, for this 
study was aligned with the research questions which provided direction and illumination 
on the essential reasons why new teacher support was critical. 
 Chapter II 
Review of the Literature 
Nothing within a school has more impact upon students in terms of skills 
development, self-confidence, or classroom behavior than the personal and 
professional growth of their teachers.  When teachers examine, question, 
reflect on their ideas and develop new practices that lead towards their 
ideals, students are alive. When teachers stop growing, so do their 
students. (Barth & Guest, 1990, n.p.)  
 
Introduction 
The review of the literature for this study was organized into five sections: (a) 
empirical studies related to teacher attrition on a national, as well as a California level; 
(b) the BTSA Induction pathway to receiving a lifetime Professional Clear Credential; (c) 
the mandates from SB 1209 and the recommendations for change in the 2007 UC 
Riverside/Rand Corporation Report; (d) the professional development of mentors; and (e) 
why induction for beginning teachers matters. The purpose of presenting the findings of 
these studies was to provide a background of the reasons for continued support of 
beginning teachers which was essential in developing their professional growth. The 
literature review provides an analysis of prior research on the issues for revisions within 
BTSA Induction, illustrating the need for change. The review of the literature, at this 
point, served as an introduction to previously conducted studies while demonstrating the 
need for continued research on California’s recently revised (SB 1209) BTSA Induction 
program.  
If California is to positively impact new teacher attrition beyond the three to five 
years it takes to receive a Professional Clear Credential, then appropriate levels of in-
classroom formative assessment and support are necessary. “In a study from the North 
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 Central Regional Education Laboratory a majority of superintendents in the region 
indicated that 75 to 100 percent of the teachers leaving the profession were ‘effective’ to 
‘very effective’ in the classroom” (Wong & Wong, 2002, pp.42-43).  
Newly credentialed teachers want to feel connected to their school community 
(students, colleagues, parents, and administration). They desire to make a contribution to 
the lives of the individuals they touch on a daily basis. They want to positively affect the 
policies and programs that contribute to their success as educators. This becomes difficult 
if all they can do is focus on surviving the overwhelming challenges they face every day. 
“Induction is the process of preparing, supporting, and retaining new teachers…strong 
induction programs introduce new teachers to the responsibilities, missions, and 
philosophies of their schools” (Wong & Wong, 2002, p.43). One of the best ways to 
create a sense of belonging for new teachers is to connect them with a network of 
support. “Belonging, a basic human need, provides the key to keeping skilled teachers” 
(Wong, H. K. & Wong, R. T., 2002, p.43). Mentors aid in the journey through on-going 
support and feedback.  
Empirical Studies Related to New Teacher Attrition 
       Studies have been conducted over the years related to teacher attrition. For the 
purpose of this study, the researcher focused on studies of beginning teachers who early- 
exited the profession within the first five years of being hired.              
According to Project Lead, funded by the Helen DeVitt Jones Foundation 
(n . d.), 50% of all certified public school teachers permanently leave the 
teaching profession before the end of their fifth year of teaching. The U.S. 
Department of Labor estimates the national cost of replacing outgoing 
teachers to be $2.2 billion annually. (Alliance for Excellent Education, 
2005) 
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Figure 3. Reasons for leaving the profession. 
Adapted from Teacher Turnover: Costly Crisis, Solvable Problem, by S. Shakrani, 2008, 
Retrieved from http.www.eric.ed.gov 
This attrition rate is not only expensive to our nation’s public school systems; it 
has a negative effect on student achievement. Futernick (2007) states that “continually 
rising teacher attrition also causes many schools across the country to be staffed with a 
large number of less qualified teachers at the beginning of each new school year.” In 
other words, as new teacher attrition rises, students receive instruction from less-
experienced and less-effective teachers. Croasmun, Hampton, & Herrmann (1997) 
completed a study to determine the reasons behind the high rates of teacher attrition and 
found issues such as “heavy workloads, low salaries, large class sizes, lack of 
administrative support, lack of parental involvement, feelings of little or no appreciation, 
and student discipline problems” were major contributing factors. Additionally, 50% 
early-exiting teachers cited “a sense of isolation from colleagues and administrators as a 
main reason for leaving” (Helen DeVitt Jones Foundation, n.d.).  
In 2005, approximately 275,000 (or 8.5 percent) of the nation’s 3.2 million public 
school teachers left the teaching profession (Shakrani, 2008). In Figure 3, 30% of them 
retired, while 57 percent said they left to pursue other careers or because they were 
dissatisfied. “In June 2007, the National Commission on Teaching and America’s Future 
reported that almost a third of all new teachers leave the classroom within the first three 
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 years of teaching and nearly 50 percent leave within the first five years” (Shakrani, 2008, 
p. 2). 
In another study conducted by Gonzalas (1995), it was determined that a major 
cause of teacher attrition “to be the lack of positive interaction with colleagues and strong 
feelings of isolation.” Such findings illustrated the need for job-embedded induction 
support. By working closely with a mentor, beginning teachers will decrease the feelings 
of isolation and increase the feelings of collegiality. “Collegiality exists in schools where 
teachers work together in a transparent, supportive, caring, and encouraging atmosphere 
to help each other succeed” (Keedy, 1991). Keedy goes on to state: 
Teachers can collaborate together on such things as meeting goals and 
objectives, setting standards, improving student achievement and 
implementing a discipline plan. They can also work together on any areas 
of difficulty, or areas they would like to improve upon, either as individual 
teachers or as a whole learning community. (Keedy, 1991) 
 
The connection and interaction with others will further develop feelings of 
belonging to a larger educational community. This is essential if beginning teachers are to 
reduce their isolationist feelings and perceptions. According to Jarzabowski (2002), true 
collegiality creates a sense of inter-dependence and community achievement. This is the 
core of induction: connecting to others. If one looks at the structure of school districts 
across the United States, the observer might encounter schools that were built during the 
time when classrooms were divided from each other by walls and hallways. The image of 
“little boxes” comes to mind. Once the classroom door was closed, what transpired inside 
those four walls was up to the teacher. If the teacher received little to no additional 
guidance in the early teaching years, a lack of success in student achievement, discipline 
problems, and feelings of failure may seem immanent. However, by supporting teachers 
33 
 to feel safe, respected, valued and part of a team, collegiality helps prevent teachers from 
feeling “burned-out”, which leads to attrition within schools. “What makes two people 
colleagues is common membership in a community, commitment to a common cause, 
shared professional values, and a shared professional heritage. Without the common base, 
there can be no meaningful collegiality” (Meredith, 2000, p.6).  
Collegiality also encourages beginning (and veteran) teachers to be risk-takers; to 
feel comfortable and confident enough to participate in leadership roles outside their 
classrooms. They know their voices and opinions are crucial to the success of the school 
and are given importance by other teachers and administrators. Teachers are able to 
lighten their individual workloads when they collaborate together in planning, assessment 
and even instruction (Jarzabowski, 2002). This sense of team-work and open sharing of 
ideas helps newer, less-experienced teachers build-on their strengths and develop the 
ability to turn their weaknesses into strengths. “An environment rich in collegiality is one 
where: Individuals feel free to express their emotions, negative and positive, to admit to  
failure and weakness, to voice resentment and frustration, and to demonstrate affection” 
(Jarzabowski, 2002). 
By contrast, a culture of individualism tends to increase emotional stress for its  
members by fostering an illusion that others are coping and that one’s own fears  
are born of a unique incompetence; by requiring individuals to pretend to feelings 
they do not own; by failing to promote the habit of day-to-day communication  
so that small interpersonal or professional differences build up into major  
problems (Nias, 1998, p.235). Nias agrees that collegiality among teachers positively 
influences student achievement. Students come to understand that their teachers work 
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 together for their benefit, and genuinely care about their needs and success. Nias (1998) 
expressed this by saying:  
The welfare of children is intimately bound up with the well-being of the  
adults who worked with them. If the latter did not feel accepted as people  
in the staffroom, they would not be fully at ease in the classroom. Besides,  
it is philosophically inconsistent to treat children as ‘whole’ and 
‘individual’ but to ignore the personhood of their teachers. (p.262) 
 
Research on attrition rates of beginning teachers conducted by the Rand 
Organization came to the conclusion: “Schools that provided mentoring and induction 
programs, particularly those related to collegial support, had lower rates of turnover 
among beginning teachers” (Guarino et al., 2004, p.6). This research supported the more 
recent conclusions the Rand Corporation developed, along with UC Riverside, in their 
2007 Technical Report regarding beginning teacher support and retention rates in 
California.  
Additionally, research conducted in California’s public schools supported current 
and previous data collected on teacher attrition: 
California State University conducted a study that indicated the majority 
of outgoing teachers cited a strong sense of individuality, absence of team 
work, and absence of team spirit in their schools. In contrast, returning 
teachers spoke of the value of positive peer relationships indicating 
collegiality is the most important factor in preventing teacher attrition 
(Futernick, 2007). 
 
It is essential for schools across the United States to improve collegiality and 
collaboration among teachers. This would lower teacher attrition rates, retain experienced 
teachers, and raise the overall quality of our educational system. Krisko (2001) says, “For 
successful school improvement, collegial relationships must be established which can 
only be accomplished by the development of healthy learning communities of 
collaborative leaders and learners.” 
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 A 2007 study conducted by Escandon from the Utah Foundation Organization 
used data, Figure 4, from the national Teacher Follow-up Survey (TFS) 2000-2001 which 
indicated “that the reasons most often rated as highly important by public school teachers 
who had left the teaching profession were retirement, pursuit of another career, and better 
salary or benefits.” 
 
Figure 4. National teacher follow-up survey. 
Adapted from Teacher Attrition: Why Do Teachers Stop Teaching in Utah and What 
Policies Will Encourage Them to Stay?, by E. Escandon, 2007, Utah Foundation Report 
No. 679, retrieved from http://www.utahfoundation.org/img/pdfs/rr679summary.pdf 
For beginning teachers, however, these factors are coupled with dissatisfaction from a 
lack of planning time, large class sizes, heavy workloads, low salaries, low performing 
school placements, discipline and classroom management issues, and/or feelings of 
isolation. 
The Utah Foundation reviewed two studies from a RAND report and determined 
that new teachers who experienced induction and mentoring support had lower attrition 
rates than those who did not. Additionally, “a 2004 review of empirical studies on 
induction programs identified ten high-quality studies on mentoring, and all provided 
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 ‘some empirical support’ for the claim that teacher mentoring programs for new teachers 
have a positive impact on teacher retention” (Ingersol & Kralik, 2004, p.3).  In recent 
studies (2007) conducted by Kapadia, Coca, & Easton (Chicago Public Schools) and by 
Reed, Rueben, & Barbour (2006) from the Public Policy Institute of California, it was 
determined that “induction programs in California and Chicago also suggest that 
mentoring results in a decline in teacher turnover and attrition.”  
The Utah Foundation developed a rating of policy alternatives. In Figure 5 the 
areas of the darkest shade indicate that mentoring rated highest in the categories of 
‘efficiency’ and ‘equity’ the Utah Foundation used to determine what a “well-rounded 
package of policies designed to provide support and training to new teachers and 
reforming teacher compensation in ways that respond to the labor market would be most 
likely to reduce teacher attrition in the most cost-effective manner” (Escandon, 2007, p. 
3). 
 
Figure 5. Rating of policy alternatives. 
Adapted from Teacher Attrition: Why Do Teachers Stop Teaching in Utah and What 
Policies Will Encourage Them to Stay?, by E. Escandon, 2007, Utah Foundation Report 
No. 679, retrieved from http://www.utahfoundation.org/img/pdfs/rr679summary.pdf 
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 The BTSA Induction Pathway to Receiving a Professional Clear Credential 
 
 
Figure 6. California’s Learning to teach continuum: 
Adapted from Antioch Unified School District BTSA Induction Program, 2008. 
University pre-service training results in a California Preliminary Credential 
giving teachers a license to teach multiple subjects, single subjects, and/or special 
education. All credentials cover grades pre-kindergarten through the twelfth grade. The 
key word in this sense is preliminary in that beginning teachers must complete further 
training before they will be allowed to apply for their Professional Clear Credential, 
which by the way, is for life, but must be renewed every five years. General education 
teachers will apply for their Professional Clear Credential through their school district’s 
or COE Consortium’s BTSA Induction program, while special education teachers must 
apply for their Level II credential (the equivalent of the Professional Clear Credential) 
through their university’s credential program. New changes are on the horizon which 
may include special education teachers in BTSA Induction programs. At this time, some 
districts include them and some do not. It is beyond the scope of this research to 
determine the process by which special education teachers receive their Level II 
credentials.  
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 Those who aspire to become teachers in California proceed through a three step 
process, or levels, as seen in the Learning to Teach Continuum in Figure 6. This diagram 
clearly outlines the pathway (in the oval center titled “Professional Credential 
Preparation”) to achieving a Professional Clear Credential. 
Student teachers in all university pre-service programs must go through a rigorous 
set of requirements demonstrating competence in the California Standards for the 
Teaching Profession (CSTP). This is accomplished by a series of four assessments 
(California Teacher Performance Assessment: CalTPA) covering the 13 Teacher 
Performance Expectations (TPE).       
The CalTPA provides the candidate with a series of four performance 
tasks, each of which increases in complexity. All but one of the tasks are 
done with actual K-12 students. Taken as a whole, the four tasks measure 
the TPEs in multiple ways. The tasks are embedded within the teacher 
preparation program sequence and are both administered and scored 
by program sponsors. (CalTPA) 
 
“As of July 2008, California law requires all multiple and single subject teacher 
preparation programs to include a Teaching Performance Assessment (TPA)” (CalTPA). 
The four CalTPA assessments (Appendix C) cover the following areas: (a). 
Subject-Specific Pedagogy Task; (b). Designing Instruction Task; (c). Assessing 
Learning Task; and (d). Culminating Teaching Experience Task 
(http://www.ctc.ca.gov/educator-prep/TPA-files/CalTPA-general-info.pdf). 
Teacher candidates complete the first two Tasks in the early stages of their 
university course work. They complete the last two during or after the student teaching 
phase of the program. These assessments are rigorous and time consuming, but the hope 
is by the time student teachers are eligible to receive their Preliminary Credentials they 
are prepared to face the challenges of the classroom.  
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 Each assessment, or Task, covers a critical pedagogical area of university pre-
service training which relate to the 13 Teacher Performance Expectations (TPE) 
(Appendix C). The TPEs are closely connected to the six California Standards for the 
Teaching Profession (CSTP) (Appendix B). 
(1) Engage and Support All Students in Learning; (2) Create and 
Maintain an Effective Environment for Student Learning; (3) 
Understand and Organize Subject Matter for Student Learning; (4) Plan 
Instruction and Design Learning Experiences for All Students; (5) 
Assess Student Learning; and (6) Develop as a Professional Educator. 
(http://www.ctc.ca.gov) 
 
When all four of the CalTPAs are submitted to the student teacher’s pre-service 
program, and they have been successfully passed, the university recommends the student 
to the CCTC for a Preliminary Credential. At this point, the new teacher is able to seek 
employment as a fully credentialed educator, or if he/she has already been employed as a 
teacher in the school district on an Intern Credential, then the teacher is upgraded to 
Preliminary Credential status. It is at this point that most school districts will generally 
allow new teachers to enter their BTSA Induction program. In the San Ramon Valley 
Unified School District new teachers may enter BTSA Induction when they have 
received their Preliminary Credential.  
Mandates and Recommendations for Change  
Significant losses occur when new teachers leave the profession, so fundamental 
support is important. “Well-designed and carefully managed systems of beginning 
teacher support and assessment can help lower the dropout rates among new teachers and 
increase their success in the classroom” (BTSA principles, 1-02.doc). BTSA Induction 
programs were developed around the twenty Standards for Quality and Effectiveness for 
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 Professional Teacher Induction Programs. “The twenty standards are intended to describe 
how programs are to be planned and managed. They are the standards by which BTSA 
programs are to be evaluated and improved” (UC Riverside/Rand Corporation, 2007, p. 
16). Standards 1 through 9 were the Foundational Standards for developing local (LEA or 
COE Consortium) induction programs. Standards 10 through 20 were the Implementation 
Standards “which include standards for program design, teaching California curriculum 
and all of the State’s academically, linguistically and ethnically diverse students” (UC 
Riverside/Rand Corporation, 2007, p. 16.).   
The BTSA Induction program is responsible for recommending teachers with 
California Preliminary Credentials for Professional Clear Credentials in the State of 
California. As part of this responsibility, SRVUSD developed an Induction Proposal 
which was submitted to the state in February of 2004 and accepted in May of 2004. This 
proposal addressed the 20 Standards for Quality and Effectiveness for Professional 
Teacher Induction. The first 14 standards describe a program’s design and administration, 
while the last six (Induction Standards 15 -20) address teacher practice in particular as 
seen in Table 1: 
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 Table 1 
 
Induction Standards 15–20 
Standard Description 
15 Subject Matter Content and Pedagogy 
16 Use of Technology 
17 Equity, Diversity, and Access to the Core Curriculum 
18 Healthy Environments 
19 English Language Learners 
20 Special Populations 
 
BTSA Induction professional development was originally designed around 
Standards 15-20 (Teaching Curriculum to All Students in California Schools and 
Teaching All Students in California Schools) in the form of Saturday seminars, 
afterschool workshops, and summer sessions. New teachers, and at times their mentors, 
were required to attend. Ideally, observations by mentors in the form of ongoing 
formative assessment, were supposed to occur on a regularly scheduled basis so that new 
teachers would be provided with feedback on the skills they had learned. The goal was to 
“ensure that a support provider [mentor] provides intensive individualized support and 
assistance to each participating beginning teacher” (UC Riverside/Rand Corporation, 
2007, p.17).  
However, as time went by, university pre-service programs were modified to meet 
the new credentialing requirements of the federal “No Child Left Behind Act” and SB 
2042. Many of the components of BTSA Induction (for example, educational technology 
and K-12 core academic content/subject specific pedagogy) were now embedded in 
credential course work, which created duplication between pre-service training and 
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 BTSA Induction. Beginning teachers began to complain to their BTSA coordinators; 
however it wasn’t until state legislators (Scott) became involved that change occurred. 
BTSA Induction was modified in January, 2007 by SB 1209 to align more with the SB 
2042 credentialing requirements and the CSTP.     
Participating in BTSA Induction is now mandatory for beginning teachers seeking 
their California Professional Clear Credential. “These programs operate as state 
sponsored monopolies, individual teachers have no choice as to which BTSA program 
they will participate in, and all new teachers are required to participate in the program 
serving their school and district” (UC Riverside/Rand Corporation, 2007, p.v). Program 
designs, however, were not the same in every district or consortium throughout the state. 
The professional beliefs of BTSA Induction leaders generated significant variation 
among BTSA programs “about the nature of professional development, educational 
system improvement, and standards based accountability” (UC Riverside/Rand 
Corporation, 2007, p.v). One of the main tenants of BTSA Induction was that program 
participants view accountability as a matter of responsibility for good faith 
implementation of program requirements. Program leaders believed otherwise: some 
programs emphasized the importance of accountability for actual teaching performances, 
while others emphasized the importance of focusing on the development of teacher 
capacity and professionalism. Fortunately, for the beginning teachers in SRVUSD, 
program coordinators listened to the feedback from their BTSA Induction participants 
and revised their program to match the recommendations which would eventually come 
forth from SB 1209 and the UC Riverside/Rand Corporation Technical Report.  
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 The 2007 Technical Report provided direction to SB 1209 through a series of 
eight recommendations organized around six topics. Recommendations that pertain to the 
scope of this research are: (a) Recommendation 2: Improving BTSA and Intern program 
designs; and (b) Recommendation 3: Program Standards Modifications. 
Recommendation 2: Improving BTSA and Intern program designs has eight parts 
that were created to “improve the design and operation of these two programs” (UC 
Riverside/Rand Corporation, 2007, p.xxvi). The focus is on (a) strengthening teacher 
performance and capacity building; (b) support provider training; (c) enrolling interns in 
the BTSA early completion option; (d) reduce BTSA paperwork and documentation; (e) 
evaluate alternate intern program designs; (f) control intern enrollment options; (g) 
strengthen support provider commitment to interns; (h) strengthen intern program 
accountability; (i) assure formal training for intern support providers; and (j) complete 
work already underway to revise formative assessments instruments.  
Recommendation 3: Program Standards Modifications consists of four parts that 
are “related to the content and use of BTSA Induction program standards” (UC 
Riverside/Rand Corporation, 2007, p.xxix). The writers of the Technical Report believed 
that even though the Program Standards were essential to the overall design of the 
program, this recommendation was important enough that it deserved its own section. 
The recommendations are (a) delete the stand-alone technology requirement; (b) revise 
and upgrade the content of the English learner and Special Populations BTSA standards; 
(c) BTSA needs to re-think the relationship between program standards and the elements 
that compose them; and (d) intern program standards need more careful monitoring. 
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 The mandates of SB 1209 and the Technical Report recommendations were 
initially adopted as Induction Program Standards by the CCTC on June 8, 2008. The 
updated Common Standards were adopted on November 8, 2008. These gave new 
direction and purpose to BTSA Induction programs and their partners, institutions of 
higher education (IHE). The focus of the changes for this study revolved around 
Standards 5 and 6 (Appendix A), which basically converted the original numbers 15-20 
BTSA program standards into two. This allowed BTSA Cluster leaders to restructure 
their programs in such a way that they truly bridged the transition from pre-service 
training and CalTPAs, to BTSA Induction. This should lead to a more meaningful 
experience of support for beginning teachers.  
The Professional Development of Mentors 
One of the key components of induction was on-going, classroom embedded 
support from veteran teachers. In SRVUSD these teachers were called mentors. 
Becoming a mentor to newly credentialed teachers provided an opportunity for 
professional development and renewed commitment for veteran educators. Regulations 
were clear as to how these mentors were selected and matched with their beginning 
teachers. Induction Program Standard 3: Support Providers and Professional 
Development Providers stated: 
The induction program selects, prepares, and assigns support providers 
and professional development providers using well-defined criteria 
consistent with the provider’s assigned responsibilities in the program. 
 
Consistent with assigned responsibilities, program providers receive 
initial and ongoing professional development to ensure that they are 
knowledgeable about the program and skilled in their roles. Support 
provider training includes the development of knowledge and skills of 
mentoring, the California Standards for the Teaching Profession, 
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 Effective Teaching Standards (Category B of the Induction Program 
Standards), as well as the appropriate use of the instruments and 
processes of formative assessment systems. 
 
The program has defined criteria for assigning support providers to 
participating teachers in a timely manner. Clear procedures are 
established for reassignments when either the participating teacher or 
support provider is dissatisfied with the pairing. (CCTC BTSA Induction 
Program Standards, 2008, pp.6-7) 
 
Originally a mentor was viewed as a ‘buddy’ who would assist first and second 
year teachers as the school year progressed. In BTSA Induction the role of the mentor is 
to ideally be a direct support to the beginning teacher in and out of the classroom. 
Monroe (1999) states “A real leader is a servant of the people she leads” (p.126). So, the 
mentor not only leads, but serves as a scaffold of support at the same time. Therefore, the 
match between the beginning teacher and the mentor is a vital one. If this match doesn’t 
take place, the benefits of having a mentor are considerably diminished. “At the New 
Teacher Center (NTC), we look for veteran teachers who have already developed their 
interpersonal skills…They also have to possess a commitment to collaboration. They 
have to be able to build relationships” (Moir 2003, p.5). In other words, they must be able 
to resonate with the beginning teachers. 
Studies from Darling-Hammond & Bransford (2005); Moir & Bloom (2003); 
Moir & Gless (2008); and Ingersol (2001) indicated that veteran teachers encounter 
professional development replenishment when mentoring new teachers. This, in turn, 
contributes to the retention of school districts’ best teachers and “produces teacher 
leaders with skills and passion to make lifelong teacher development central to school 
culture” (Moir & Bloom, 2003, p.58). Mentors assist new teachers in a variety of ways: 
observing instruction, providing feedback, demonstrating teaching methods, assisting 
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 with lesson plans, and helping analyze student work and achievement data (Moir & 
Bloom). In addition, mentors must possess the communication skills that allow them to 
connect with new teachers. This is extremely important if they are going to develop a 
trusting and confidential relationship.  
Ongoing, embedded classroom support that bridges the gap between pre-service 
training and the daily experiences of beginning teachers is most effective when the 
mentor is a close match (grade level, subject matter, and geographical location). This 
matching doesn’t always happen as it should and BTSA Induction participants have 
communicated this to their respective BTSA program coordinators.  
       “Former mentors don’t dismiss the value of pre-service programs, but they do state 
that the content of these programs was often distant from their day-to-day needs and did 
little to help them work effectively with teachers” (Moir & Bloom, 2003, p.60). Teacher 
development is one of the most important keys to students’ success and achievement in 
the classroom.  
When induction programs tap the experience and wisdom of veteran 
teachers to improve the experience of new teachers, they also open the 
door for the veteran teachers to emerge as school leaders with an unusual 
depth of experience in teacher development. (Moir & Bloom, 2003, p.60) 
 
Mentors are most effective if they develop the social and emotional intelligence 
qualities of resonance as outlined by Goleman, et al. (2004) which are (a) self awareness- 
which is the ability to understand your strengths and weaknesses; (b) social skills - which 
is how you relate to others and build rapport; (c) self regulation - the ability of leaders to 
think things through before reacting to a situation; (d) motivation - a strong will or a drive 
to succeed; and (e) empathy - the ability to understand another's point of view. Emotional 
intelligence is a set of intra and interpersonal abilities that enhance one’s connection with 
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 self and others. Empathy for what the new teacher experiences on a daily basis helps the 
mentor build a trusting relationship. Without trust, new teachers will not learn from their 
more experienced colleagues.  
Teachers must be able continually to learn to address the problems of 
practice they encounter and to meet the unpredictable learning needs of all 
their students—and they must take responsibility for contributing what 
they learn not only to their own practice but also that of their colleagues. 
(Darling-Hammond, 2006, p.7) 
 
“Not all teachers make good mentors…mentors must also demonstrate an ability 
to learn a new set of skills: teaching adults” (Moir, 2003, p.5). The researcher’s hope was 
that through dialogues with SRVUSD’s mentors for this study there would emerge 
similar themes indicating a high level of satisfaction with their supporting role. 
Why Induction for Beginning Teachers Matters 
 
Induction matters because when done correctly, it works. Research conducted by 
Wang, Odell, and Strong (2004), “…three studies examined exemplary mentor teacher 
beliefs and practices and discussed the effects of mentoring on beginning teachers” (p.5). 
One was the work of Feiman-Nemser (2001) who “analyzed 20 hours of observations and 
10 hours of interviews collected over 2 years from a mentor teacher with 30 years of 
teaching experience who was reassigned from classroom teaching to work with 14 
beginning teachers in an induction program” (p.5). In this study Feiman-Nemser 
identified “the mentor’s dispositions and skills that were consistent with assumptions of 
effective mentoring from Dewey’s concept of experience (1938), where the educator is 
responsible for arranging conditions so that learners have growth-producing 
experiences.” Such experiences build upon one’s prior knowledge from pre-service 
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 training, whereby new learning is linked to what is already known. This results in 
creating new knowledge (constructivist theory). Each step in the constructivist process 
takes new teachers closer to becoming more effective educators, because they are 
personally involved in the learning process. They are able to apply this newly acquired 
knowledge to future situations and challenges faced in their classrooms on a daily basis. 
Additionally, when beginning teachers are provided direct assistance from a well-
trained mentor, Vygotsky’s theories of the Zone of Proximal Development compliment 
Dewey’s constructivist theory. Vygotsky illustrates how learners move from what is 
known to what is not known. In other words the learner, in this case the new teacher, 
moves from skills that might be too difficult to master alone, to skills that can be learned 
with the guidance and support of a more knowledgeable person.  
The New Teacher Project stated that beginning teachers experience five phases of 
development (Appendix D) as they move through their first teaching year. Recognition of 
these phases is “very useful in helping everyone involved--administrators, other support 
personnel, and teacher education faculty--in the process of supporting new teachers” 
(Moir, 1990). The phases are (a) anticipation; (b) survival; (c) disillusionment; (d) 
rejuvenation; and (e) reflection. It is this final stage of reflection that hopefully completes 
the cycle and brings the new teacher back to the anticipation phase with more experience 
and ready to begin again as the school year comes to a close. Once new teachers realize 
they are going through a natural process of continued professional growth, and that they 
are not doing so in isolation, they are liberated to focus on developing their own 
competence and self-confidence.  
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Summary 
The goals of a successful induction program are many: (a) support beginning 
teachers through the initial stages of their first years in the classroom; (b) improve teacher 
performance so that the academic success of all students is achieved; (c) provide veteran 
teachers the opportunity to further develop professional skills and a renewed sense of 
purpose by assisting their new colleagues; (d) and by developing professional habits of 
mind for everyone participating in induction so that schools and classrooms are nurturing 
and safe places for all.   
California’s BTSA Induction program strives to achieve these goals by creating a 
bridge between pre-service training and the classroom. Whether it truly is as seamless a 
transition as it claims to be, was a matter for further research…the reason for this 
qualitative study. Exploring the perceptions of beginning teachers and their mentors on 
the effectiveness of SRVUSD’s BTSA Induction program shed light on how successful it 
had become. As new teachers move from pre-service course work into classrooms, they 
bring with them not just “the knowledge, skills, and attitudes needed for optimal 
teaching…instead, teacher education candidates need to be equipped for life-long 
learning” (Darling-Hammond & Bransford, 2005, p. 358).  
 Chapter III 
Methodology 
Restatement of the Purpose 
The purpose of this qualitative study was to examine how beginning teachers are 
effectively supported during their first two years of teaching using job-embedded, 
formative assessment strategies and professional development opportunities in the 
Beginning Teacher Support and Assessment Program (BTSA) Induction program. If 
beginning teachers are to succeed, and not leave the profession (early-exit) within the 
first five years, then the ways new teachers are supported are crucial. 
Research Design and Methodology 
The researcher used a qualitative approach in this study allowing participants’ 
perceptions to address the research questions as they emerged while they participated in a 
dialogue with the researcher. This research was descriptive in nature, employing a 
qualitative methodology in which the researcher attempted to derive a general abstract 
theory of a process grounded in the views of participants in the study (Creswell, 2003).  
Using interview questions as a primary research instrument, the research process 
collected data to refine the interrelationship of categories of information (Strauss & 
Corbin, 1998).  
Qualitative research seeks out the ‘why’, not the ‘how’ of its topic through the 
analysis of unstructured information–things like dialogues between participants and the 
researcher (interview transcripts) and questionnaires. It doesn’t just rely on statistics or 
numbers, which are the domain of quantitative researchers. Qualitative research is used to 
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 gain insight into people's attitudes, behaviors, value systems, concerns, motivations, 
aspirations, culture, or lifestyles. It purposes the idea that a concept like ‘reducing 
beginning teacher attrition’ cannot be limited to numeric data. Instead, through dialogues 
with mentors and second year BTSA Induction participants, the researcher explored in 
depth each individual’s experience as it emerged through the interview process. 
Qualitative methodological design was chosen because it gave a more personal 
perspective to eight second year BTSA Induction participants and four full time mentors. 
“Qualitative research excels at telling the story from the participant’s viewpoint, 
providing rich descriptive detail that sets quantitative results into their human context” 
(Trochim & Donnelly, 2006). This design provided a substantive analysis that would 
hopefully add to the knowledge base of SRVUSD’s and California’s BTSA Induction 
program.  
There is a wide range of data collection methods available in qualitative research. 
Qualitative research generally “takes place in the natural setting…uses a multitude of 
methods that are interactive and humanistic…is emergent and not tightly prefigured…and 
is fundamentally interpretive” (Creswell, 2003, pp.182-183). The researcher interviewed 
the 12 participants using a dialogue approach. The dialogue method is used not to 
quantify, verify, or predict the personal and qualitative social impact of a program but 
rather to "illuminate" it (Parlett and Hamilton, 1972). Parlett and Hamilton define 
“illuminate” in the following: 
Illuminative evaluation attempts to discover and document what it is like 
to be participating in the scheme, whether as teacher or pupil; and … to 
discern and discuss the innovation’s most significant features, recurring 
concomitants and critical processes. In short, it seeks to address and to 
illuminate a complex array of questions. (1972) 
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 In putting forward this approach, “Parlett and his colleague Hamilton stress that no 
research methods are immune from prejudice, experimenter bias, and human error” 
(1972). By randomly selecting beginning teachers and mentors, participants were able to 
truthfully represent their feelings, perceptions, and points of view in an accurate way. 
Fifteen participants volunteered for the study, indicating a willingness to be part of the 
research. Twelve were chosen. 
While the dialogue method makes it possible to get a more accurate glimpse of 
the total human context with all its complexities and social interactions, the very process 
of dialogue serves a number of other important purposes. Through dialogue, the 
participants of a developmental process are treated as central subjects and actors of that 
process and are given the opportunity, to use Freire's words, to "name the world” (Freire, 
2004). Giving a voice to beginning teachers and their mentors provided the dialogue 
structure of this study. Dialogues, when transcribed, are the basis for conversations 
between the researcher and the participants; interpretative perceptions of the experiences 
from daily occurrences that fill educators’ lives with fulfillment or despair. 
The dialogue very often serves as a liberating experience for the participants. The 
prospective dialogues in this study were intended to complement, supplement, and enrich 
the quantitative data obtained through surveys gathered by SRVUSD. In this way, the 
dialogues hopefully provided a human touch to the quantified findings that could not 
possibly be obtained by conventional research instruments.  
Dialogues with individuals who have recent experience with the program shed 
light on the efficacy of whether BTSA Induction was meeting its objective: creating a 
seamless transition between university pre-service and the realities of classroom teaching. 
53 
 By using a qualitative approach the researcher provided intricate details of phenomena 
that were difficult to convey with quantitative methods (Roberts, 2004). In other words, it 
was not about the numbers (quantity), but the quality of the responses.        
SRVUSD was interested in pursuing qualitative data to support the efficacy of 
their program. Findings gathered from the results of this study added to the knowledge 
they had already compiled about their program. Individuals were invited to participate in 
a 30-45 minute dialogue in the late spring of 2009. Conclusions drawn from these 
dialogues shed light on the research questions asked in the study: 
1. What factors influence the Beginning Teacher Support and 
Assessment Induction program based on participants’ perceptions?  
 
2. What are the beginning teachers’ and mentors’ perceptions of the 
effectiveness of BTSA Induction?  
 
A brief researcher developed demographic questionnaire (Appendix G) was used 
as an introduction to a series of researcher created, open-ended interview questions 
lasting approximately 30-45 minutes. This demographic questionnaire was approved by 
the BTSA Coordinator for SRVUSD. 
“Rather than numbers, the data are words that describe people’s knowledge, 
opinions, perceptions, and feelings as well as detailed descriptions of people’s actions 
behaviors, activities, and interpersonal interactions” (Roberts, 2004, p.111). Creswell 
(2003) stated that “Qualitative research is fundamentally interpretive. This means the 
researcher makes an interpretation of the data” (p.182). By analyzing the responses of the 
participants, the researcher drew conclusions from emerging themes collected during the 
dialogue process. 
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 In the spring of 2009, 12 volunteers (eight second year beginning teachers and 
four full-time mentors) from SRVUSD had participated in BTSA Induction program for 
two school years (2007-2008 and 2008-2009). The first year of this period of time was 
prior to the implementation of the mandates of SB 1209 and the UC Riverside/Rand 
Corporation’s Technical Report recommendations. Because of feedback from their 
participating teachers, SRVUSD’s BTSA Induction program initiated many of these 
changes prior to the legislation. SRVUSD’s BTSA Induction staff were pleased that the 
direction they took matched the eight recommendations in the Technical Report. What 
remained for the BTSA Induction leadership to do was develop revised guidelines that 
would meet the requirements set forth in SB 1209. These mandates restructured all BTSA 
Induction programs in California. “Under SB 1209 any coursework that is part of a 
university pre-service program, will need to focus on the application of skills in the 
classroom and the enhancement of prior knowledge in the work of the beginning teacher” 
(http://www.ctc.ca.gov/educator-prep/SB1209/update-2007-01-03.html). 
Population and Sample 
This research focused on one Northern California public school district: The San 
Ramon Valley Unified School District (SRVUSD) nestled in San Francisco’s East Bay 
Area. Written documentation granting the researcher permission to conduct her study in 
the SRVUSD was received on November 14, 2008. (Appendix H). SRVUSD 
encompasses the communities of Alamo, Blackhawk, Danville, Diablo, and San Ramon 
(including the new Dougherty Valley communities), as well as a small portion of the 
cities of Walnut Creek and Pleasanton. In Figure 7, the district is comprised of 34 schools 
serving more than 26,000 students in kindergarten through grade 12. By 2009, the district 
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 expects to grow to 35 schools and more than 27,000 students. (SRVUSD 2008-09 Annual 
Parent Information Packet) 
 
Figure 7. SRVUSD enrollment report. 
Adapted from California Department of Education, http://dq.cde.ca.gov/dataquest/DQ 
/EnrTimeRpt.aspx?Level=District&cYear=2007-08&cName=SAN%20RAMON 
%20VALLEY%20UNIFIED&cCode=0761804 
  
Schools in the district include: twenty elementary schools, eight middle schools, 
four comprehensive high schools, one continuation high school, and one independent 
study school. The certificated faculty number 1334 as of 2007-08 (CDE Data Quest). 
SRVUSD’s BTSA Induction Mission Statement states: “The San Ramon Valley Unified 
School District’s BTSA program is dedicated to providing quality learning opportunities 
for every student by supporting teachers and enhancing their skills and knowledge” 
(SRVUSD BTSA Participating Handbook 2008-2009). 
If this was the case, no longer would the ‘sink or swim’ method of survival be the 
norm for first and second year educators. Pre-service programs changed with the 
56 
 implementation SB 2042 credentialing requirements, but many were still not able to 
provide beginning teachers with the skills to meet every challenge awaiting them. 
The SRVUSD BTSA Induction program stated the benefits of participating in its  
program:    
For the Participating [beginning] Teacher:  
 
• Professional development focused on California Standards for the 
Teaching Profession (CSTP) and State Content Standards  
• Individualized support by an experienced mentor  
• Release time to observe model classrooms and lessons  
• Additional classroom funding  
• Professional growth units from recognized colleges and universities  
• Customized Professional Development  
• Ability to obtain a Professional Clear Credential.  
 
For the Mentor:  
• Professional development focused on California Standards for the 
Teaching Profession (CSTP), BTSA Induction Standards and State 
Content Standards  
• Paid opportunities to network with colleagues  
• Release time to observe model classrooms and lessons  
• Optional Professional growth units from recognized colleges and 
universities  
• Opportunities to develop leadership skills.  
(http://www.srvusd.net/apps/pages/index.jsp?uREC_ID=42856&type=d&rn=2402854) 
 
The sample for this study was composed of 161 beginning teachers (82 first year 
and 79 second year) in the district’s BTSA Induction program and 75 mentors (five full-
time release mentors and 70 classroom teachers who mentored after school hours). All 
second year teachers and full time mentors were invited to participate. Four full-time 
mentors and 12 teachers volunteered for an interview. Eight teachers were randomly 
selected from the 12 who indicated a willingness to participate. Elementary, middle, and 
high school grade levels were represented in the sample of participants.  
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 Instrumentation 
Researcher developed interview questions. The following researcher developed 
dialogue questions for BTSA Induction participants were reviewed and approved by the 
BTSA Induction Coordinator in the San Ramon Valley Unified School District. 
Questions asked of the participants addressed the research questions in this study. Each 
section focused on a different aspect of BTSA Induction for both mentors and 
participating teachers. Answers illuminated the personal perspectives of the participants.  
Researcher developed interview questions for mentor teachers. 
Research question No. 1:  
What factors influence the Beginning Teacher Support and Assessment Induction 
program based on participants’ perceptions?  
1. What changes, if any, have you seen and/or experienced in your role as a mentor that 
would indicate SRVUSD’s BTSA Induction program is successfully meeting the 
professional needs of newly credentialed classroom teachers? 
2. What impact have these changes had on the effectiveness of your program? Do you 
believe these changes have had a positive or negative effect on your program? Why? 
Please explain. 
3. If the intent of SB 1209 was to streamline BTSA Induction for participating teachers, 
how has this occurred?   
4. What additional recommendations for change could SRVUSD make to strengthen its 
BTSA Induction program for its participants?  
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 Research question No 2:  
What are the beginning teachers’ and mentors’ perceptions of the effectiveness of BTSA 
Induction?  
5. Please describe how effective the match was between you and your beginning 
teachers? In other words, how closely aligned were you in grade levels and subject 
Matter? Please explain, 
6. Do you believe this match was essential in carrying out your responsibilities as a 
mentor teacher? Why? Please explain.  
7. How has participating in BTSA Induction encouraged you to develop and enhance 
your skills and abilities as a mentor? 
8. How has SRVUSD modified its BTSA Induction program so that duplicate 
requirements between a beginning teacher’s university based pre-service program and 
BTSA are lessoned or even eliminated? Please explain. 
9. How effective have these modifications been? Why? 
10. What additional BTSA Induction components might be further modified or even 
eliminated so that beginning teachers see the program as a valuable tool in enhancing 
their skills and competencies in the classroom? Please explain. 
11. What additional changes would you recommend that might strengthen BTSA 
Induction program for its participants? 
Researcher developed interview questions for participating teachers. 
 
Research question No. 1: 
 
What factors influence the Beginning Teacher Support and Assessment Induction 
program based on participants’ perceptions?  
59 
 1. What changes, if any, have you seen and/or experienced in your role as a participating 
teacher that would indicate SRVUSD’s BTSA Induction program is successfully meeting 
your professional needs as a newly credentialed classroom teacher? 
2. What impact have these changes had on the effectiveness in your teaching? Please 
explain. 
3. Do you believe these changes have had a positive or negative effect on your 
experiences with SRVUSD’s BTSA Induction program? Why? 
4. Do you believe there are any additional changes SRVUSD could make to strengthen its 
BTSA Induction program for participating teachers?  
Research question No 2: 
What are the beginning teachers’ and mentors’ perceptions of the effectiveness of BTSA 
Induction?  
5. Please describe how effective the match was between you and your mentor teacher? In 
other words, how closely aligned were you in grade level, subject Matter knowledge, 
geographical proximity, and student population knowledge? Which do you feel was the 
most important? Why? 
6. Do you believe this match was essential in carrying out your responsibilities as a 
classroom teacher? Why? Please explain.  
7. How has SRVUSD modified its BTSA Induction program so that duplicate 
requirements between a beginning teacher’s university based pre-service program and 
BTSA are lessoned or even eliminated? Please explain. 
8. How effective have these modifications been? Why? 
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 10. What additional BTSA Induction components might be further modified or even 
eliminated so that beginning teachers see the program as a valuable tool in enhancing 
their skills and competencies in the classroom? Please explain. 
11. What additional recommendations for change do you have that might assist me in this 
study? 
Researcher’s Background 
The researcher was well-prepared to enter into and complete this qualitative 
study. She was active in the field of K-12 education for the past 45 years. She taught 
elementary, middle, and high school in English-only and Spanish-English bilingual 
settings. She was an elementary and high school principal, a district office director of 
instruction, and was currently an adjunct faculty instructor in the multiple and single 
subject credential program at an institution of higher education. She had also been a 
university-level student teacher supervisor for the past eleven years throughout the 
greater San Francisco Bay Area.  
While serving as the director of instruction for a unified school district in Solano 
County, she served on numerous regional and state committees representing her County 
Office of Education in the field of reading-language arts. Additionally, in 1987 she 
served on California’s Instructional Material Evaluation Panel for the selection and 
adoption of reading/language arts instructional materials. Her extensive experience in and 
out of the classroom gave her the requisite skills and professional capabilities to conduct 
this study. 
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 Human Subjects Approvals: 
Approval for the collection of data has been given, based on the indication that 
human subjects would be protected. The expectation of protection covered issues of 
confidentiality, risk of harm, and abuse. SRVUSD’s Assistant Superintendent (Appendix 
H) and the Institutional Review Board for the Protection of Human Subjects (IRBPHS) at 
the University of San Francisco (Appendix I) gave their approval.  
Data Collection 
In early May 2009, an informational letter was distributed to all 79 second year 
teachers participating in SRVUSD’s program. This informational letter (Appendix J), 
along with the “Research Subject’s Bill of Rights” (Appendix K), invited them to 
participate in a dialogue with the researcher. The letter was emailed by SRVUSD’s 
BTSA coordinator from the district office. All participants’ responses were emailed 
directly to the researcher within a 10 day period (by May 10, 2009). Originally, from 
those who wished to take part in the participatory dialogues, the researcher randomly 
selected (names drawn from a box) eight new teachers for an interview in late May or 
early June 2009. Four alternates were randomly chosen (names also drawn from a box) in 
case one or more of the participants were unable to complete the interview process. 
A second informational letter (Appendix J), along with the “Research Subject’s 
Bill of Rights” (Appendix K), were distributed to all five full time mentors in the 
SRVUSD inviting them to participate in the study. It was the researcher’s expectation 
that all of the full time mentors would volunteer to participate in the dialogues, however 
only four agreed. 
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 A researcher-designed, and SRVUSD BTSA Induction Coordinator reviewed, 
demographic questionnaire and consent form (Appendix G) were given to all twelve 
participants at the time and place of the interviews. This questionnaire, developed in the 
spring of 2008 in Survey Research (USF 704-711-01), provided the researcher with 
pertinent background data on each participant. The questions pertained to credentialing 
requirements, subjects taught, grade level experiences, and where the new teachers 
participated in their pre-service training. The data would be used to further enhance the 
information collected during the interviews. A projected 100% completion rate was 
anticipated from the questionnaires and interview participants.  
Data Analysis 
Two research questions were analyzed based on the responses to the researcher’s 
sets of interview questions. Research Question One dealt with the factors which 
influenced the Beginning Teacher Support and Assessment Induction program based on 
participants’ perceptions. While Research Question Two addressed the beginning 
teachers’ and mentors’ perceptions of the effectiveness of the BTSA Induction program 
in which they participated. The researcher explored the themes that emerged from 
transcribed interviews and correlated them with the two research questions in this study.  
Analysis of the dialogue questions was developed based on the responses from the 
mentors and participating teachers. Creswell stated that data analysis and interpretation 
“…involves open-ended data, for the most part. This requires asking general questions 
and developing an analysis from the information supplied by the participants” (2003, p. 
190). He further stated that “A final step in data analysis involves making an 
interpretation or meaning of the data” (Creswell, 2003, p.194). In other words, what has 
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 the researcher learned from doing the study? “These lessons could be the researcher’s 
personal interpretation, couched in the individual understanding the inquirer brings to the 
study from her or his own culture, history, and experiences” (Creswell, 2003, p.195).  
Steps to guarantee validity and accuracy were taken to ensure credibility of the 
findings. Validity is used “to suggest determining whether the findings are accurate from 
the standpoint of the researcher, the participant, or the readers” (Creswell, 2003, pp.195-
196). There are eight recommended strategies in qualitative research that promote 
trustworthiness, authenticity, and credibility of which the researcher will use five: (a) 
triangulate different data sources; (b) use member-checking to determine the accuracy of 
the findings; (c) use rich, thick description to convey the findings, (d) clarify any bias the 
researcher brings to the study; and (e) present negative or discrepant information that 
may differ from the themes. The last strategy was most important “because real life is 
composed of different perspectives that do not always coalesce, discussing contrary 
information adds to the credibility of an account for the reader” (Creswell, 2003, p.196). 
Mentor interview questions 1-4 explored Research Question One. Interview 
questions 5-11 provided insight into Research Question Two. It was the hope of the 
researcher that interviewees’ responses would shed light on the current perceptions of 
BTSA Induction mentors. 
Participating teacher interview questions 1-4 explored Research Question One.  
Interview questions 5-11 provided insight into Research Question Two. It was the 
researcher’s expectation that all volunteers would share their perceptions of SRVUSD’s 
BTSA Induction program. The demographic questionnaire that teachers and mentors 
completed provided the researcher with background information on each participant. This 
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 enriched the interviews by allowing the researcher to acquire additional background data 
as needed.  
After five years of teaching in the SRVUSD, while participating in BTSA 
Induction for their first two years, results indicated that 91.4% of teachers remained in the 
teaching profession within the school district and 86.6% statewide. These numerical 
results indicated SRVUSD was successful in retaining new teachers.  
Current numerical data from the SRVUSD (Appendix F) illustrates the retention 
statistics of how many new teachers have remained in the district, but not the reasons 
why they choose to stay. This research investigated these reasons. SRVUSD had 
collected data on its BTSA Induction program since 2005. The most current results 
(2008-2009), indicated that 2nd year new teacher retention rate was 92.2%. The BTSA 
Induction Cluster 2 (a central coast regional group made up 29 school districts and COE 
BTSA consortiums) results indicated a 92.3% retention rate for 2nd year teachers. 
California’s statewide BTSA retention rate for 2nd year teachers was slightly higher at 
93.7% for the same time frame. There was only 1.7% difference between SRVUSD and 
statewide results.  
Qualitative data collected from the 12 interviews for this study demonstrated the 
need for continuing support and guidance for beginning teachers through the challenges 
they encountered during their first two years in the classroom. Effective BTSA Induction 
programs are beneficial to all stake holders involved in education: students, teachers, 
administrators, and parents. The consistency of maintaining a high rate of new teacher 
retention was essential if California was to continue improving the academic performance 
of its Pre-K-12 students. Conclusions from this study either supported or would not 
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support the current statistical reports compiled by the SRVUSD BTSA Induction 
program (Appendix F). Chapter IV presented a series of findings based on dialogues with 
eight second year beginning teachers and four full time mentors. The research questions 
formed the basis for conducting the interviews with the participants who volunteered to 
take part in the study. In addition, numerical data from SRVUSD’s BTSA program added 
another perspective to the research. 
 Chapter IV 
Findings of the Study 
Teaching and learning environment refers to a whole range of 
instructional, collegial, and systemic conditions which, for many, make 
teaching a highly satisfying profession. A profession that reminds those 
who have chosen it that they are making a positive impact on students 
and society. (Futernick, 2007, p.2)  
 
Introduction 
Chapter IV presents the findings and data analysis from this study in three parts. 
The first part of this research involved analyzing the demographic data gathered from a 
questionnaire that all the participants answered. This background information assisted the 
researcher in further understanding the participants and their experiences as new teachers 
in BTSA Induction. The second part consists of evaluating interviews conducted with 12 
participants (four full-time mentors and eight 2nd year teachers) participating in the San 
Ramon Valley Unified School District’s (SRVUSD) BTSA Induction program.  
Profile of Participants 
The twelve participants’ demographic backgrounds varied in ethnicity, gender, 
grade levels, degrees/credentials earned from within or outside of California, and years of 
experience in SRVUSD. This data was gathered from the participants when they 
completed the demographic questionnaire before each interview session. In Figure 8, 
percentages of the eight second year teachers, out of a total of 12 participants, break 
down as follows: Ethnicity – Caucasian 17.5%, Asian-American 2.2%; Gender – male 
5.0%, female 15.0%; Grade levels taught – high school 7.5%, middle school 2.5%, 
elementary school 10.0 %; Credentials or Degrees – in California 17.5%, outside of 
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 California 2.5%; and finally Years (teaching experience) in SRVUSD – one year for 
teachers 5.0% (having taught in a different district during their first year of teaching), and 
two years for teachers (all in SRVUSD) 15.0%.  
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Figure 8. Percentage of participants: Teachers.  
Adapted from Participants’ Perceptions of the Effectiveness of California’s Beginning 
Teacher Support and Assessment Induction Program, by M. Taylor, 2009, San Ramon, 
CA. 
      In Figure 9, the percentages of mentors, out of 12 participants, breaks down in the 
following manner: Ethnicity – Caucasian 15.0%, Asian-American 5.0%; Gender – male 
0.0%, female 20.0.0%; Grade levels taught – high school 5.0%, middle school 5.0%, 
elementary school 10.0 %; Credentials or Degrees – in California 20.0%, outside of 
California 0.0%; and finally Years (teaching experience) in SRVUSD – all mentors have 
taught for more than two years in SRVUSD for a total of 20.0%.  
Each individual was willing to participate in the study and made time during their 
work day for a 30-45 minute interview. Background information and individual profiles 
are explained in brief descriptions of each participant through the lens of the researcher. 
The names of all participants and their locations have been changed to protect the 
confidentiality of the individuals involved in the study. These individuals have a passion, 
belief, and commitment for their work reflected in the BTSA coordinator’s quote: 
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 Honest to goodness, the passion of my team and the passion I have for this 
work with the sure knowledge that we are impacting so many more 
students than we could have had we just had classrooms on our own, it 
just drives this work forward and it’s a privilege to do it. It pains me to see 
that things may change. (Mentor Mary)  
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Figure 9. Percentage of participants: Mentors. 
Adapted from Participants’ Perceptions of the Effectiveness of California’s Beginning 
Teacher Support and Assessment Induction Program, by M. Taylor, 2009, San Ramon, 
CA. 
A brief description introduces each mentor. All have been employed by SRVUSD 
for a significant number of years and possessed the requisite background to be a Teacher 
on Special Assignment (TSA), or in this case, a mentor. They were teacher leaders in 
their own right and are committed to the success of the program and its beginning 
teachers. Two additional part time mentors were mentioned during the interviews with 
second year teachers, but were not contacted as part of this study.  
Mentors 
Mary:  Has been employed with SRVUSD since 1985 as a high school English 
teacher.  She became a mentor in 1998.  For two years Mary was a part time teacher, part 
time mentor, and then she went to full time mentor status. Mary received her Master of 
Arts in Teaching Leadership at St. Mary’s College.  She is the coordinator of SRVUSD’s 
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 BTSA Induction program and a visionary for the district. She is a true believer in how 
best to support new teachers, as well as providing challenging opportunities for veteran 
teachers in developing their skills as mentors. Like all full time mentors, Mary is a TSA 
with the district.  
Linda:  Has been an educator for the past 24 years. For the past five years she was 
a full time mentor in this leadership role. When she first began teaching, Linda had an 
opportunity to become a mentor and turned it down. Her perception at the time was that 
BTSA was very cumbersome in all of its requirements and regulations, as well as being 
very negatively perceived by participants (beginning teachers). She believes the 
SRVUSD program has gotten stronger every year because the leadership is willing to 
review the program’s progress, listen to feedback from everyone involved, make changes 
as indicated even if it means taking risks now and then, and finally keeping its focus on 
the needs of students. 
Sandy:  Has been employed in San Ramon for 13 years.  Two of those years were 
spent on a leave of absence where she taught abroad in Italy. She began mentoring as a 
classroom mentor nine years ago, and has been a full time release mentor for the past 
three years. Before she became a mentor she had taught 7th grade core, 6th grade math, 4th 
grade science, 3rd grade, ESL middle and high school, 7th grade science and 7th grade 
math.  Most of her years were teaching 7th grade core and in the fall of 2009 she is going 
back to the classroom (due to budget cuts), where she will again be teaching 7th grade 
core. 
Gail:  Became a mentor in 2001 after taking a one year leave of absence from the 
classroom. She was looking for a new challenge and felt that becoming a mentor might 
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 be just the opportunity she was looking for. Gail recently received her Master of Arts in 
Teaching Leadership at St. Mary’s college where her BTSA experience accounted for 
two years of credit in the program. She likes the idea that new teacher support is not 
viewed as an event, but as a process. She is a believer in life-long learning and hopes that 
she is able to model that for the beginning teachers she mentors.  
Participating Teachers 
       “I felt like BTSA should be like it was this year [in SRVUSD]. Like, how can we 
help you? What’s going on? What do you need work on? Let’s look through your 
practice that way” (David – middle school teacher). David’s comment is representative of 
many the researcher received in the dialogues she had with participants. As the reader 
will discover throughout the following comments, the Participating Teachers (PTs) 
shared their feelings, concerns, and compliments in a candid and forthright manner. 
       Eight second year PTs shared their thoughts and impressions in a series of interviews 
with the researcher in May and June, 2009. A brief description of these individuals 
follows: 
Mia:  A high school art teacher, Mia received her SB 2042 teaching credential in 
California at San Francisco State University and is in her second year of teaching in 
SRVUSD. She enjoys working in one of the districts four high schools and teaches 9th, 
10th, 11th, and 12th graders. Her classroom is full of student art work and creative projects.  
Kathy:  A high school foreign language teacher, Kathy received her SB 2042 
teaching credential in California at San Francisco State University and is in her second 
year of teaching in SRVUSD. She enjoys working in one of the district’s newest high 
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 schools and works with 9th, 10th, and 11th graders. She, as well as all other second year 
BTSA Induction participants, is in BTSA to earn their Professional Clear Credentials.  
Bonnie:  An elementary teacher, Bonnie received her SB 2042 teaching credential 
in California through the University of California, Santa Cruz, and is in her second year 
of teaching in SRVUSD. She enjoys working in one of the district’s newest elementary 
schools and works with 3rd graders.  
Judy:  An elementary teacher, Judy received her SB 2042 teaching credential 
outside of California at Oakland University in Rochester, MI, and is in her second year of 
teaching in SRVUSD. She is teaching in one of the district’s newest elementary schools 
and teaches 5th graders.  
Susan:  An elementary teacher, Susan received her SB 2042 teaching credential in 
California at Dominguez Hill State University, and is in her second year of teaching in 
SRVUSD. She enjoys working in one of the district’s newest elementary schools and 
teaches kindergarteners.  
Jason:  A high school social science teacher, Jason received his SB 2042 teaching 
credential in California at Cal State East Bay, and is in his second year of teaching in 
SRVUSD. He is pleased to be teaching in the district’s oldest high school and works with 
9th and 11th graders.  
Joyce:  An elementary teacher, Joyce received her SB 2042 teaching credential in 
California at Fullerton State University, and is in her second year of teaching in 
SRVUSD. She teaches in one of the district’s older schools and works with 4th and 5th 
graders. She is unsure of her plans for the following school year due to the district’s 
budgetary constraints. 
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 David:  A middle school physical education teacher, David received his SB 2042 
teaching credential in California at St. Mary’s College, and is in his second year of 
teaching in SRVUSD. He enjoys working in the district’s newest middle school and 
works with 6th, 7th, and 8th graders. David taught in a different school district during his 
first year of teaching and came to SRVUSD for his second year of BTSA Induction.  
The demographic data provided similarities among this sampling of participants, 
which was reflective of the larger group of second year teachers and mentors in the 
district. The eight teachers in the study represented elementary, middle, and high school 
grade levels, while the four full time mentors provided a broad range of grade level 
experience throughout their careers.   
In addition to the demographic information gathered from each individual, this 
study addressed two research questions. These questions explored factors that affect 
beginning teacher support during the first two years of teaching and, secondly, the 
effectiveness of this support from participant’s perceptions.  
Research Question 1 
What factors influence the Beginning Teacher Support and Assessment Induction  
Program based on participants’ perceptions?  
Research Question One investigated the factors that influenced the effectiveness 
of BTSA Induction through the lens of second year teachers and full time mentors. Six 
recurrent themes emerged during the dialogues with all of the participants: (a) mentor 
support and guidance, (b) collaboration/collegial networking, (c) required paperwork 
(portfolio and Inquiry Action Plan (Appendix L)), (d) staff development/meetings, (e) 
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 program modifications, and (f) duplication of pre-service course work. Figure 10 
illustrates a summary of these themes. 
Mentor Support and Guidance Collaboration/Collegial Networking 
Required paperwork (portfolio and 
Inquiry Action Plan) Staff Development/Meetings 
Program Modifications Duplication of pre-service course work 
Figure 10. Research Question 1 themes. 
 
Each theme was explored through 30-45 minute interviews where participants 
were asked the same set of researcher-designed questions, which were then analyzed 
into her findings. The series of questions asked of each interviewee dealt with the factors 
that influenced the BTSA program over the last two years. Participants were encouraged 
to compare their first year to the second.  There were many excellent comments made by 
the participants, however, a few representative samples were selected to illustrate the 
sentiments of the whole. The factors they indicated were influential in creating the 
district’s successful BTSA Induction program were:  
Mentor support and guidance. One of the main factors that influence successful 
induction programs was the expertise and personality of the mentor teacher. According to 
the UC Riverside Technical Report the match (subject matter proficiency, grade-level 
experience, and/or on-site location) between the teacher and mentor was essential for the 
program to be successful. The report stated:  
Supporting professional growth requires commitment to the process and 
ample time, but it also requires complex and subtle skills that can be learned 
and practiced if the support providers are given the opportunity to do 
so….BTSA personal support system involves the time available for 
communication, observation, consultation, and counseling. (UC 
Riverside/Rand Corporation 2007, p.ix) 
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 However, this was not necessarily the case for the individuals involved in 
this study. What was communicated to the researcher by mentors and second year 
teachers alike was the fact that the mentor was available when needed and if, for 
some reason, she didn’t have answers to the teachers’ questions, she was able to 
locate someone who did (another colleague or educator), who then collaborated 
with the teacher. This type of networking allowed the mentor to expand her own 
knowledge base, while in addition, established networking opportunities across 
the district. Sandy, a mentor, said it well: “If you utilize your mentor and 
collaborate and use the mentor in all the ways a mentor can be used, you’re both 
learning and you do have an expert guide. That’s what all our mentors are trained 
for–to be facilitative educators and colleagues” (Taylor, 2009). 
The mentors in SRVUSD’s BTSA program are committed to professional 
growth, not only for their new teachers, but for themselves as well. This creates a 
habit of mind of life-long learning where everyone benefits, most of all the 
students. Supported teachers become better teachers and better teachers have 
more nurturing classrooms where learning takes place. 
A representative sample of comments from participants provides the 
reader with a sense of why the mentor was such a major influencing factor on the 
success of the program. Mia, a high school teacher, felt “My mentor has just been 
wonderful in making it as low-stress for me as possible and helping me with that. 
She’s done a really great job.” Mia went on to clarify: 
She’s allowed me to focus a lot more on my actual teaching as opposed to 
focusing on BTSA. My BTSA mentor has worked with me a lot and it’s 
more about what I’m doing in the classroom than about fulfilling a BTSA 
requirement. Before it was like, “Okay what can we do to plan into this 
75 
 category to show that we’ve done this?” It’s constantly planning for those 
things. This year, it’s been more of like, “Okay, this is what you’re doing 
in your classroom. Let’s see where it fits into BTSA. Where can we fit it 
in? (Taylor, 2009) 
 
       Kathy, another high school teacher, made a comment that is reflective of what many 
felt about their mentors: 
I think it’s good to have the person who’s willing to help and knows how 
to help and come to the classroom and meet with the teacher. I cannot 
imagine that every time I need to drive another hour to meet with a person; 
the person actually comes to my classroom and just talks. It’s through talk 
that the person can pass her experience or the games she used in her 
classroom or tricks–not tricks–techniques. (Taylor, 2009) 
 
One of the benefits of job-embedded classroom support was stated by Kathy: “It’s 
also another pair of eyes to see things from a different angle. As a teacher who may not 
pay attention, they wouldn’t know what people are looking for. It’s more like they point 
things out so the mentee can think to improve.” She expressed positive comments about 
how mentor guidance is so valuable for the beginning teacher: “It’s more practical and 
the actual help that they could offer – that’s the part I like” (Taylor, 2009). 
Joyce, an elementary teacher, felt a strong factor was that her mentor was a 
valuable resource: 
I think the most important piece to the matching is that you work well 
together, because that’s going to help you go further. I was really 
comfortable with my mentor. If I had an issue or something with the 
school, I trust that it would stay between us.  
 
She continued: 
 
It wasn’t really a factor that we were in different grade levels. There were 
some things that she could share from the primary grades that kind of help 
me see where our kids were coming from as they move through the 
school. She’s a very veteran teacher. She’s kind of a couple of years out 
from retirement so she’s been in different grade levels and can kind of see 
the perspective that way. But I do think it’s important to be at the same 
site because you have similar expectations school wide. (Taylor, 2009) 
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One mentor had her own perspective on how essential ongoing support was 
throughout the year. The researcher asked mentor, Sandy, to explain: “Do you find that 
you’ve come across people in the past that haven’t wanted to take advantage of what you 
have to offer? One that said, “I’ve already done that. I know how to do it.” Sandy replied:  
You know what? I wish I could run to my car and show you a letter. I just 
got it. A PT just gave it to me a half-hour ago. It says, “When you walked 
in the door two years ago, I was very hesitant to have a mentor.” I’ll give 
you a copy just because it kind of captures the idea (Appendix N). (Taylor, 
2009) 
 
Sandy further explained that her new teacher stated: “I was very hesitant. What 
could you possibly teach me that I didn’t already know? Then she goes on to just say how 
working together, not me specifically, but having a mentor in general, just kind of bridge 
the pedagogy with the actual experience” (Taylor, 2009). Mentors must possess a 
repertoire of skills that when used appropriately can be of benefit to the reluctant new 
teacher. Sandy explained: 
You have to know everything that we’re trained about: which stance to 
take, when to be facilitative, when to be collaborative, when to be 
instructional. I think that yes, there are hesitant people, but the stories I’m 
hearing more so lately are, “You know I left and I heard the BTSA horror 
stories. I did not want to be a part of BTSA.” (Taylor, 2009) 
 
David’s experience with his mentor was another example of how he felt supported 
and guided by someone who cared about him and his professional development.  “I think 
that this year, she was great. She would come in and she knew exactly what we needed to 
go through, when it was time to do work and when it was time to touch base and check 
on teaching practices and different stuff like that” (Taylor, 2009). David’s second year in 
BTSA with SRVUSD was very different than his first year in another school district in 
Northern California. During his first year his mentor was someone who taught in his 
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 department, but had no interest in being a supportive mentor. David explained: “It was 
not good; it wasn’t good at all. We never met. She had no training in BTSA mentoring. 
She just needed the money and just thought there was a way to get that. It was awful. She 
didn’t know what to do. She just said, “Here, fill this out.” David explained further: “It 
was hours upon hours of work for the one standard that I really got through completely 
and I did it completely on my own. I wanted meetings and she canceled them, did not 
show up” (Taylor, 2009).  
Of all the teachers the researcher interviewed, David’s experience was the most 
dramatic between his first and second years in BTSA Induction. He was not looking 
forward to participating in the San Ramon program, but when he first met with his 
mentor, Sandy, he realized his second year was going to be different. “She blew me out 
of the water. The very first day she told him, “You don’t write anything. I do all the 
writing. I’ll be your scribe and do all your paperwork. I know what needs to be done and 
we’ll do it.” I was like, “Alright!” (Taylor, 2009). 
Collaboration/Collegial networking. The ability to collaborate and network with 
others in the teaching profession, as in any other profession, was an essential factor that 
influenced a successful induction program. There were two essential reasons the 
researcher discovered while dialoguing with the participants in the study. First of all, 
mentors do not have all the answers to beginning teachers’ questions. And when they 
don’t, they must search out others who are able to provide knowledge that is needed. 
Secondly, new teachers are, at times, reluctant to step into leadership roles by taking risks 
outside of the classroom. Collaborating with others provided a safe environment in which 
to establish a network that supported all new teachers who participated in BTSA. The 
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 following responses are representative of why collaborations and networking were so 
important to the participants:  
Bonnie, an elementary teacher, stated: 
That’s the hardest part as a new teacher. When you try to differentiate, you 
just need stuff. So I said, “What if we started a group and you could do 
your research for your masters with a collaboration group and I’ll just 
share how I’ve grown as a math teacher and then we can share ideas?” So 
we got about 10 first and second-year teachers to come. They came and 
observed me teach. We met every other Thursday for the whole school 
year. It was really fun. (Taylor, 2009) 
 
One of the mentors, Linda, commented on collaboration: 
 
I’ll just give you an example. One of our TSAs is networking with others 
and it was all about doing math centers and having student-centered math 
and really looking at what their learning styles are and then designing all 
the math work around that, getting away from worksheets and open-the-
book-and-take-the-test. 
 
Linda continued: 
I mean we’re talking stuff that’s been around for a long time but it’s how 
it’s being applied. These teachers haven’t been trained in this and haven’t 
seen it so to them, it’s all new even though we know it’s not. They’re 
working with each other so she facilitated it. She got them together and 
told them what it was they’re going to be doing and said, “Okay, now take 
the ball and run.” And they did. They met for, I don’t know, 12 times 
during the two semesters that they had. They would email each other and 
call each other. “I’m doing this.” “I’m doing this.” We would provide sub 
time so that they could go and observe each other doing these lessons. 
(Taylor, 2009) 
 
Mia, a secondary teacher, stated: 
 
 I think the most helpful thing that my mentor could’ve done is what she 
did. I guess they’re allowed to schedule BTSA days that we get to go and 
work on BTSA or whatever it is that we want to do. She took me and 
another new teacher in scheduled appointments with other teachers at their 
sites to go watch them teach and ask them about their curriculum. It’s 
probably the most helpful thing I’ve had all year - to be able to have those 
days and that time and that connection to go and work with these teachers 
and learn about their curriculum and see what it is that I wanted to do. 
(Taylor, 2009)  
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  It was not only the new teacher that needed a network of support; mentors too 
thrive when they connect with others. The district’s affiliation with the New Teacher 
Center (NTC) grew over the years and both institutions benefited from the relationship. 
Linda stated: 
I learn to be a better mentor because I’m always being reflective and I ask my 
teachers for feedback all the time. Most of them are willing to give me the 
feedback. I just honestly reflect on how things are going with each one of my 
teachers and what could I do better. For me, it’s improved my mentoring 
enormously. Also, being associated with NTC Santa Cruz – oh, my gosh! The 
training for their mentors never ends and it’s at such a high level and they 
differentiate. So we who are experienced mentors who have been doing this for 
years and years – like I’ve been doing this for almost 20 years – they know that.  
 
Linda continued: 
 
It’s like they don’t approach me the same way they do a new mentor who’s never 
done it before. It’s all beautifully organized. Because it’s like that, I learn every 
time I go to one of these trainings and I enjoy them very much. As a teacher, I’ve 
learned even more though. Like, when I go back in the classroom, I’m going to be 
such a good teacher compared to what I was before. And I thought I was a good 
teacher before! There are so many things I’ve learned about teaching from 
teachers and from kids and from trainings as a mentor; it’s just amazing. I think 
it’s the best thing any teacher could do – to become a mentor. (Taylor, 2009) 
 
 Collaboration was identified by the participants as one of the most important 
factors contributing to a successful experience induction experience. The building and 
nurturing of relationships created an environment where knowledge and professional 
practices could be shared and acknowledged. Beginning teachers and mentors indicated 
the value of these collegial associations went well beyond the classroom walls.  
Required paperwork/Data collection. Even though the goal of the district’s 
BTSA program was to minimize the data collection process as much as possible by 
having mentors record the collection of evidence for the new teachers’ portfolios, it 
80 
 seemed as if there was a belief among some second year teachers that there was still too 
much paperwork. Jason, a high school instructor, stated:   
All the filling out stuff is generally like…all these boxes, notes and 
reflections, student work, and samples, and all that stuff. As a teacher, of 
course, I understand the need to assess and have a presentable body of 
work to sort of legitimate what you’ve been doing. It’s funny. Teachers 
are always like this when they have their own medicine given back to 
them. (Taylor, 2009) 
 
But another high school teacher, Mia, felt differently: “Certainly the focus of the 
district leadership in BTSA is to do exactly what you just said – to take that stress out of 
BTSA. For example, the paperwork, mentors are supposed to do the paperwork” (Taylor, 
2009). Bonnie, an elementary teacher, stated: “In my second year, I had less paperwork to 
do, which was nice. More verbal reflections and my coach was able to transcribe those, 
kind of like what we’re doing now” (Taylor, 2009). 
       However, when asked about required data collection, Kathy, a teacher, stated:   
I would say even less paperwork. I still say that there were times when we 
were just sitting doing the paperwork, just typing it in. At the time I was 
thinking if I didn’t do the paperwork, how could they prove that we met 
together and have gone through all this? So I don’t have a solution there. 
They have to see this so I just provide the information to them. (Taylor. 
2009) 
 
David’s experience with the data collection was different between year one and 
year two in BTSA. He was not in the San Ramon program for his first year of teaching 
and his comments shed light on a very different occurrence. 
My mentor really helped me through that process. Whereas last year, I was 
kind of just given the folders to complete. So I was just floundering 
through them. I only finished one of them so I had to make up a lot of 
extra work this year. Last year wasn’t completed but they took the money 
for it even though I didn’t go through the program completely. I had to do 
a ton more paperwork last year.  
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 David concluded: 
 
Not that I didn’t have to do any in SRVUSD, but my mentor and I did all 
of it together. We would go through it step by step. Last year I was 
literally given one of those black satchels for paperwork and it had to be 
completed. Whereas this year, she gave me a portfolio and said, “All this 
paperwork, we’ll get it done by the end of the year and we’ll do it 
together.” If you look at my two experiences, they were like night and day, 
just completely separate, completely different. (Taylor, 2009) 
 
Jason, a high school teacher, shared his beliefs about BTSA by stating that when 
he was working with his mentor, it seemed as if they were working together as 
colleagues, but when it came to BTSA work (data collection) he expressed it this way: 
What’s great about the BTSA program for me is that I have a mentor who 
is very on top of it, very organized, very good and it doesn’t really feel 
like we’re doing BTSA. It’s like we’re just meeting and talking 
about…Colleagues, you know. That’s more effective to me. Whenever it 
actually feels like we’re doing BTSA is when it gets a little bit tedious to 
me. I don’t know if that’s a reflection on BTSA, or it’s a reflection on my 
sort of dislike of tedium. I don’t know. (Taylor, 2009)  
 
Jason was asked what was tedious for him and he stated: “Just the constant sort of 
need to record reflections. Paperwork, the details. I’m a verbal sort of learner; just talking 
about stuff is very helpful to me. But the need to record specific things feels tedious to 
me” (Taylor, 2009). 
Bonnie’s experience with paperwork was expressed in the following: 
When you create an expensive program like this, there is fear that you have to 
have evidence of what you’re doing and you know, breaking down all of this stuff 
and filling out these sheets and proof, proof, proof. But there’s no way an 
experienced teacher comes into the classroom and sits for an hour and says, 
“What do you need?” I mean, it was fabulous. I mean, she never had to teach the 
kids. I could sit with her during the prep period and we talk about what I needed 
to get done. (Taylor, 2009) 
 
Data collection was necessary for the BTSA program to indicate the success of its 
new teachers’ proficiency in the classroom. SRVUSD reduced the amount of the required 
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 paperwork on the part of teachers with the mentors becoming responsible for most of the 
collection of data. Mentors were to document evidence using formative assessment tools. 
Staff development/Meetings. In order to meet the required standards of BTSA 
Induction, school districts held numerous staff development trainings and meetings after 
school or on weekends. This was one of the major complaints communicated in the 
Technical Report. It was not the job-embedded support that teachers believed they 
needed. On many occasions the trainings were a duplication of what teachers had learned 
in their pre-service experience. SRVUSD reduced the number of meetings during the 
2009-2010 school year to one and even made that meeting optional for those who chose 
to attend.  
Mia, a high school teacher, expressed her thoughts on the changes in the number 
and type of meetings during her first and second years as a high school art teacher: 
Last year we would have meetings, me and Toni. We still have those 
meetings after school. We just pick a date whenever you can go. They 
were about various topics and subjects. At the end of every meeting, they 
made you fill out a form about how effective do you think this seminar 
was and people would fill those out. (Taylor, 2009) 
 
She went on to say: “I knew that a lot of the high school teachers here felt like it was a 
waste of their time. I think they really listened to that from last year to this year. It seems 
like there have been less meetings. When we’ve had them, they’ve been more effective” 
(Taylor, 2009). When meetings and staff training are effective, people may be more 
likely to view them as positive and not wasting one’s time. The value of working with 
colleagues on meaningful curriculum development, classroom management techniques, 
and instructional strategies were issues teachers saw as worth their time. They were 
willing to attend professional development opportunities, if they had a choice in what was 
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 most meaningful to them and their students. Mia further commented about the differences 
between her first year in BTSA and her second when it came to time spent in meetings: 
They’ve been more like, “Here are some tools that are available for you as 
teachers.” So it’s more like a networking thing. And then the program 
changed from last year to this year and everything’s been condensed. It’s a 
lot less confusing. I think last year there were like 12 different things that 
you knew you were going to go over the next two years. I think they took 
those 12 and put them in two categories so you’re focusing on one in year 
one and another the next. (Taylor, 2009)  
 
Participating teacher Bonnie had a slightly different perspective on after school meetings: 
 
I never felt like the meetings didn’t apply to me. I think that, personally, 
that is a narrow-minded approach to what those meetings were about. You 
know, some of them might have to do with portfolio work, but most of the 
ones that stick out for me were different ideas for differentiating 
instruction or just different ideas. Although it might feature an elementary 
classroom, which does help for me, I’ve also taught high school as a long-
term sub and I thought it was just as appropriate to use the same strategy. 
(Taylor, 2009) 
 
 SRVUSD’s BTSA program reduced the number of required meetings for 
participants to one per year. If there were additional meetings, they were optional and 
teachers were not required to attend. This was viewed as a positive factor in creating a 
streamlined induction program. Teachers valued their time after school where they could 
prepare for the next day’s lesson without interruption. Teachers also believed making any 
staff development opportunities available to them more grade-level appropriate and 
subject-matter specific.  
SB 1209 and SRVUSD program modifications. The researcher asked “What 
changes, if any, have you seen or experienced that would indicate SRVUSD’s BTSA 
Induction program is successfully meeting the professional needs of newly-credentialed 
classroom teachers?” (Taylor, 2009). The coordinator of the program, Mary, remarked 
about the early stages of the changes before SB 1209 came into being: 
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 We were way ahead of the curve actually and we were holding our breath. 
Oh my gosh, the state is going to come and they’re going to tell us we’re 
bad. But the state process kept lagging. We were evaluating ourselves with 
two other programs. You might need to do these workshops. Lo, and 
behold, the state caught up to our thinking which is a huge relief. We have 
yet to be evaluated by the state because of the way cycles have gone and 
the way funding has gone. Had we been evaluated 5 years ago, we 
probably wouldn’t have passed. (Taylor, 2009) 
 
Mary went on to say “Professional development for beginning teachers needs to 
be job-embedded; that’s what we’re saying. We didn’t have the language, but that’s what 
our intuition said when we paid attention” (Taylor, 2009). By using job-embedded 
support in the classroom, induction became more authentic for everyone involved. “So 
we made that shift and we also made the shift to the Inquiry Action Plan two years before 
anybody else. We field-tested it and loved it. The Inquiry Action Plan combined with the 
teachers choosing whatever professional development they need made it more valuable” 
(Taylor, 2009). Mary concluded: “I would say our program is leap years ahead of what it 
was to begin with, leap years. I still feel like we’re in the forefront of change with BTSA 
programs, in general. I feel very confident that our program holds up to any program” 
(Taylor, 2009). 
 Beginning teachers may be at a loss at times as how to proceed when they begin 
in their classrooms. The experience was different from being student teachers or interns 
because individuals may not be taking courses at a university. SRVUSD’s program 
changes were successful in bridging the gap between pre-service course work and the 
classroom. They wanted BTSA to be an extension of prior knowledge, not a duplication. 
Linda, a mentor, expressed similar ideas:  
“Okay. Well from the beginning when I first joined this district, I guess 
BTSA was perceived negatively by new teachers and many site 
administrators because it was a lot of jumping through hoops. It was a lot 
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 of checklists. It was of do X, Y and Z and do it again and do it again. 
Now, do it one more time. (Taylor, 2009) 
 
Linda further stated: “And so they perceived it as an add-on, something more that you do. 
Of course, they perceived it in a negative way. It was very difficult to be mentor teachers 
in that program” (Taylor, 2009). But as changes from district leadership became more 
apparent, Linda was excited about the prospect of becoming a mentor once again. In her 
words she was inspired by the changes she believed would be coming:   
The people who – mostly our coordinator, Mary – looked at the program 
the way it was and said, “How can we make this better?” Starting with 
kids, what is it the kids need? Well, they need teachers who are confident, 
teachers who are feeling comfortable in their role, teachers who feel 
supported, teachers who are getting their needs met. So then, what are 
those teachers’ needs? (Taylor, 2009) 
 
Linda felt that “BTSA got better and better every year because the question to the 
mentors and to the teachers always was, “What are the needs? What can we change to 
make this better? Because the BTSA program was so responsive, it did get better. It did 
begin to meet the teachers’ needs so much more” (Taylor, 2009). And that was one of the 
reasons BTSA was perceived not only by mentors as being a successful model of support 
and guidance, but by new teachers as well. Linda further explained one of the effective 
changes was providing staff development for others besides new teachers. Her statement 
follows:  
Well it’s something that we’ve started this year but not on a big level, it’s 
on a very tiny level where we are looking at professional development for 
the entire district, not just for new teachers but veteran teachers as well 
and finding teachers with common interests and grouping them together, 
new teachers and veteran teachers alike. (Taylor, 2009) 
 
Most of the second year teachers who met with the researcher did not experience 
any major changes during their second year in BTSA since the district had begun to 
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 implement its programmatic changes before they were hired. But there were shifts in 
program requirements and because of this, second year teachers believed this was just the 
way BTSA was during the second year. Some lacked the historical perspective of being 
in the program before San Ramon switched to a job-embedded, formative assessment 
approach.  
However, David had a different perspective since he taught his first year in a 
different East Bay Area school district. His experience with BTSA during that time was 
much different than what he encountered in San Ramon. 
It was definitely much better here. I think BTSA beginning teacher 
support is what it’s supposed to be, so to have you jump through these 
hoops and all this extra work, that’s not supporting. That’s like you’re 
going through a bunch of new things that are not helping you, but 
hindering you, because it’s taking you away from your classroom time. I 
think the changes they (SRVUSD) made are definitely needed. (Taylor, 
2009) 
 
David’s early experience in BTSA Induction was under the previous model where all 
participants had to complete Standards 15-20 (six standards). Each standard required a 
significant amount of paperwork that new teachers were to complete whether they needed 
that type of support or not. David encountered a much different approach when he arrived 
in San Ramon for his second year as reflected in the following: 
The first year they gave these six standards. They gave us 15 thru 20 on 
the California – I don’t know what it’s called – the teaching standards that 
you’re supposed to apply. 15 thru 20 were supposed to be written on by 
the teachers. So they had 6 colored folders and you had a bunch of work to 
do inside each of those folders. Then you had to turn in each standard 
separately and they would look through them and make sure you did all 
the work completely and send them back to you. Whereas this year, it 
seemed that we really focused on two of the standards. (Taylor, 2009) 
 
David further added: “I really liked how they did it here. They had full-time release 
teachers that were your mentors such as Sandy.” David went on to explain that Sandy 
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 was a good liaison between his department and the site administration. “I mean our 
administrator just trusted that the BTSA mentor knew what she was doing. She’s known 
her for awhile and just said, she’s really good at what she does. I trust that she’ll set the 
right goals and have you do the right thing. That was really positive” (Taylor, 2009). 
Sandy, a mentor, expressed thoughts about a major factor that influenced the 
success of the program. “As a mentor when I work with PTs, it’s never about the 
paperwork. It’s about their demonstration of doing whatever it is they want to inquire 
about and my role is to just document that” (Taylor, 2009). She concluded by adding:  
We all work together to professionally develop. I think that just education-
based changes help to make the program strong as well. I think in San 
Ramon – if I can be so bold as to say – I think we sort of nurtured that 
community of learners idea and the staff development day that we’re 
having on May 18th is sort of a testament to that. Many of our PTs and 
mentors are presenters there. (Taylor, 2009) 
 
       One of the major changes San Ramon made was the creation of an Inquiry Action  
Plan (Appendix L) where teachers would focus on two goals for the year that were 
meaningful to them; more authentic teacher research. This approach was well received by 
beginning teachers who saw more of a direct relationship to their classroom teaching. As 
the school year progressed, evidence was generated and collected by the teacher and 
mentor to document how the standards were being met. Mentor Sandy affirmed this 
belief in the following: 
The most recent changes that are program-driven which affect me as a 
mentor are the switch to inquiry-based learning and inquiry-based action 
plans. That allowed PTs and mentors to work together to go deep into the 
practice of teaching and what PTs want to explore. It made it job-
embedded. It made it useful and meaningful. (Taylor, 2009) 
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 However, not all teachers believed this approach was beneficial to them. Joyce, a 
second year teacher felt the paperwork, which led to the creation of her portfolio, was not 
much of a useful document.  
I think with the portfolio, if there was some flexibility in what went in it, 
because there were a few things we had to fill out that didn’t really pertain 
to what was going on in my classroom. If there had been an alternative 
way to demonstrate that I had met that standard that would fit better, 
having that choice would have been nice. (Taylor, 2009) 
 
The BTSA program in SRVUSD made numerous modifications before SB 
1209 was mandated. They did not wait for legislation to do what their new 
teachers and mentors were indicating to them. The leadership of the program 
believed changes needed to occur to meet the needs of teacher and students in the 
district. It was because of these changes that BTSA Induction was viewed 
positively by all its participants.  
Duplication of the preservice coursework. One of the major factors regarding 
complaints about BTSA was the fact that requirements duplicated what new teachers had 
previously learned in their pre-service programs. The responsibilities of being in charge 
of a classroom were significant for new and veteran teachers, but beginning teachers may 
not have developed the confidence that comes with experience. When they were required 
to give time and energy to trainings that duplicated, not enhanced, what they already 
learned, they perceived it as a waste of their time. The following comments from these 
participants are representative of recurring statements: 
(David, teacher): In my first year in BTSA there was a lot of duplication 
from what I had already learned in the credential program with the 
standards that they were having us do over there. I’m a health teacher so 
learning about blood-borne pathogens and all that stuff.  I had already 
gone through a lot of that training and stuff so that was a little bit of a 
duplication. You just got to do it. (Taylor. 2009) 
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(Mia, teacher): I think, it is better because a lot has been repetitive from 
what I did in my teaching credential program. So it’s been simplified and 
it’s allowed me, I think, to focus more on the things that I really need to 
focus on. Before, you know, it’s like you have to pick six this year. What 
are the six this year that you want to do? Maybe some of them were not 
relevant to what I was doing. This year with the two categories, I can say, 
Okay, here’s what I want to focus on within that category. (Taylor, 2009)  
 
(Mary, mentor): I believe that if you used the California Formative 
Assessment and Support System for Teachers (CFASST), you were 
duplicating. When we were bound by those 5 induction standards (15-20), 
there was duplication. We were giving workshops and we were dealing 
with people coming from all kinds of backgrounds. So we started from 
ground zero. The people who were really well-versed in teaching English 
Learners (EL) were going: “Why am I sitting here?” We tried to 
personalize it to our district. We offered, but we still had to go back and 
talk about the EL standards. We thought there was duplication and there 
were people who were so frustrated like, “I know this!” (Taylor, 2009) 
 
One of the major criticisms of BTSA throughout California was the fact 
that program requirements duplicated those in pre-service credential programs. 
Before SRVUSD made their program modifications, there was duplication in 
many aspects of what teachers were required to do. BTSA Induction had not 
changed with the times and credential programs for general education teachers 
(SB 2042) overlapped many of the components of BTSA. Early reviews from 
SRVUSD teachers indicated the need for change.  
Research Question 2 
Research Question Two gathered perceptions from the participants about 
SRVUSD’s BTSA Induction program. Throughout the dialogues with the researcher they 
shared perspectives on what they felt was, and what was not, beneficial. Research 
Question Two asked: What are the beginning teachers’ and mentors’ perceptions of the 
effectiveness of BTSA Induction? The researcher discovered the participants’ perceptions 
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 were closely related to their feelings about the factors that influenced the success of the 
district’s program. As they interacted with the researcher during the interview, they 
blended their responses so that perceptions and influential factors became embedded with 
each other.  
Eight themes for Research Question Two emerged from the discussions with the 
researcher and were similar to those encountered in Research Question One: (a) mentor 
support and guidance, (b) collaboration/collegial networking, (c) required paperwork 
(portfolio and Inquiry Action Plan (Appendix L)), (d) staff development/meetings, (e) 
program modifications, (f) duplication of pre-service course work, (g) developing the 
leadership role of mentors, and (h) future recommendations. Figure 11 summarizes these 
themes: 
Mentor Support and Guidance Collaboration/Collegial Networking 
Required paperwork (portfolio and 
Inquiry Action Plan) Staff Development/Meetings 
Program Modifications Duplication of pre-service course work 
Developing the leadership role of 
mentors Future recommendations for the district
Figure 11. Research Question 2 themes. 
 
Mentor support and guidance. The eight teachers in the study had positive 
feelings and perceptions about the level of mentor support during their experience in 
SRVUSD’s BTSA Induction program. A safe and nurturing environment for beginning 
teachers was essential in allowing them to develop their confidence and proficiency 
during those early years. The mentors provided a foundation that participating teachers 
valued and appreciated. An elementary teacher named Susan stated: 
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 Mary’s been a life-saver for me. In fact, she said because I have all this 
experience, “If you want, you could just do a year of BTSA.” I was like, 
“No, Mary. I just love working with you. Let’s extend it to the 2 years.” I 
think if it were more traditional where I had to go through like working on 
just content – which we’ve done some – I probably wouldn’t have gained 
so much from it. She really helped with filling out forms, this is who you 
talk to in the district, so many of the things that the teachers that have been 
here for awhile take for granted. I just felt lost so she really helped me 
with that. (Taylor, 2009) 
 
Susan added one last comment that expressed her perceptions on mentor support: 
“I really felt cared about. That’s so important, even for our students. They need to feel 
cared about. I needed to feel cared about coming to a big new district and I did. That’s 
why I think it’s successful” (Taylor, 2009). Comments such as this one captivated the 
perspectives of the participating teachers in the induction program. They freely shared 
their perceptions on how they felt safe enough to honestly share their doubts and 
concerns about their teaching abilities.  
Without this safety net, new teachers may flounder in the classroom as they try to 
meet all the demands of being new to the profession. 
Judy, an elementary teacher, felt that her mentor was a great match for her:  
I think Evelyn was an excellent match for me. We both had similar 
backgrounds. She’s originally from New York. We kind of like had the 
whole East Coast/Midwest thing going on, too. So she kind of had a better 
understanding, too, of me being a teacher from out-of-state and what-not. 
She taught core in middle school. Social studies and language arts were 
my two majors for my single subject; those were my things. She was very 
interested in what I was doing in here. I had a mentor that supported what 
I wanted and didn’t have her own agenda or what she thought I needed to 
do. I love Evelyn. She was a great match. (Taylor, 2009)  
 
Mia, a high school teacher, explained why she felt her relationship with her 
mentor worked so well: 
I’m not really sure how they decided to match them. At first I was a little 
apprehensive about how the match was going to be just because the person 
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 that I had I know had taught elementary school before. She said that she 
had some experience teaching art to children. At the beginning, I kind of 
wondered how this is going to be relevant because the person doesn’t 
work in my subject matter or even with my grade level. But it ended up 
being the best match ever because she asked a lot of questions and got me 
thinking. Just because she had been in a classroom before, she was able to 
help me with other things that I needed just in the classroom. I think it 
helped particularly because she was so interested in what I was doing. 
That really was it. She was definitely interested in my subject and asked a 
lot of questions and wanted to know. So I think the match worked out 
really great that way. (Taylor, 2009) 
 
David, a middle school teacher, stated: 
 
I think it was a pretty good match. She was not a P.E. teacher. She’s a core 
teacher at the middle school level. She taught in middle school which I do 
as well. She taught just down the road in San Ramon. It’s similar, but this 
development’s neighborhood is definitely different than a lot of the 
schools in the district, so that’s a little bit different. She had a lot of 
experience working with similar demographics. She was definitely always 
available. That was something she really strived to do – to be available 
whenever we needed her. When we didn’t need to meet, she was definitely 
like, “Okay, when we need to meet, then we’ll meet.” (Taylor, 2009) 
 
Full time mentors, in this case, Teachers on Special Assignment (TSA) were 
fortunate enough to have time to work with a variety of new teachers who may, or may 
not, match their experience or level of expertise. Mary worked with a variety of 
beginning teachers throughout the district. Her comments were representative of many of 
the mentors who were interviewed for this study:  
I’m mentoring a middle school history teacher. I’m mentoring an 
elementary 3rd grade teacher. I’ve never taught elementary school but it’s 
working because it’s about teaching and I know enough of who to go to 
for subject matter specific things. You’ll be interviewing my other TSAs 
and they will tell you that the full-time TSAs are not necessarily matched 
by subject matter but by our knowledge of how teaching. (Taylor, 2009)  
 
As a mentor, Sandy’s perceptive on how effective the relationship between the 
participating teacher (PT) and the mentor was enlightening: “Sometimes I want to say the 
program is as good as your mentor because I think it’s a two-way thing. It’s not just the 
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 PT who knows how to take advantage of the mentor; it’s the mentor that has to know 
how to make themselves available” (Taylor, 2009). 
All participants interviewed in this study indicated a positive perception of 
mentors along with the support and guidance provided new teachers. Job-embedded 
support and guidance from the mentors was perceived as most valuable on the part of 
beginning teachers. Having someone available on a weekly, or in some cases, as often as 
needed, provided those who were just beginning their careers the opportunity to receive 
advice from their more veteran colleagues.   
Collaboration/Collegial networking. All of the participants shared perceptions 
on the value of collaboration and collegial networking with other educators, not only 
within their school sites, but throughout the district as well. New teachers may be 
reluctant to stand out from their peers, and so they must possess (or develop) the 
confidence to take risks that will encourage them to grow professionally. New teachers in 
SRVUSD’s BTSA program were encouraged to explore areas of interest that eventually 
became tied into their Inquiry Action Plan goals for the year. They essentially conducted 
teacher research on topics that would benefit their instructional repertoire and in doing 
so; gained the confidence that allowed them to step outside the safety of their classroom 
and share new knowledge with their colleagues. The following comments were a 
representative sample of what was shared with the researcher.  
Bonnie, an elementary teacher, stated: 
I think if you found leaders like me, I wanted to create a collaboration group and 
that was really well-received and just offering that up and being kind of like the 
liaison. Gail was good because she knew a ton of first and second-year teachers. 
We have 30 first and second-year teachers at my school and none of them came to 
my collaboration group. That just shows that with Gail’s support, who goes to all 
these different elementary schools, she would say “Hey, I know this girl. She’s at 
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 Live Oak Elementary. She wants to start this up.” She knew people that would 
enjoy it. (Taylor, 2009) 
 
David added: 
 
We had one workshop that was after-school for like 45 minutes. They had a 
bunch of workshops for classroom teachers. I didn’t go because they didn’t apply 
to me - reading workshops. So Sandy came up with, “For our workshop on our 
release day, we’re going to go look at all the other teachers or some of the other 
teachers in the district. Maybe that can help you direct your program and that can 
help you pick their brain about things And that was our workshop because that’s 
where we most needed support. That was good. I think they’ve got it right here. I 
think they’re doing it really well. (Taylor, 2009) 
 
Teachers, and well as mentors, valued the friendships that had developed of the 
two year period when involved with BTSA and hoped these relationships would continue 
long after the teachers had graduated from the program. Feelings and thoughts could be 
honestly shared with the confidence that nothing would be communicated outside the 
privacy of the mentor-mentee relationship. This created an environment of respect, 
support, and trust which allowed professional growth for everyone. 
Required paperwork/Data collection. The researcher asked: “How about 
paperwork? Was there any difference between your first and second years on the amount 
of paperwork you were required to fill out? Judy’s comment summed it up: “The second 
year was definitely much less. And I didn’t feel like I was constantly having to fill out a 
form or doing whatever. Yeah, the first year was definitely more paperwork” (Taylor, 
2009). Responses from two elementary teachers were shared that represented the other 
teachers’ perceptions.  
(Susan): Yeah, which we did last year. This year, we built upon more of 
the content. It was kind of research-based because they changed the 
portfolio. Last year, we had to complete certain tasks. This year, I could 
think of an area where I want to research more about and we focused in on 
that. I wanted to work on word study so we looked at student work, we 
planned a lesson together and how I could differentiate it then she watched 
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 me in action. So it was kind of nice that as an educator, especially with 
experience, that I could come up with my own research question and she 
was there to support me. (Taylor, 2009) 
  
(Judy): So you hear these horror stories about how horrible BTSA is and 
these induction programs. I kind of came in with almost like a jaded view 
of what I was going to have to experience. Not that I minded the first year 
but I kind of thought, “Okay this is what people were talking about.” But 
this year was definitely more effective. I felt like from the beginning of the 
school year to the end, I mean I already thought I was a good teacher but I 
think I have excelled in areas. Now I really feel like I’m a good teacher. 
So it was definitely more effective this year than it was last year. Not to 
say that last year was horrible, it wasn’t. I love working with my mentor. 
She supported me in everything that I needed for my class at that time, 
too. But this year, I felt like it was more centered around me and what I 
personally needed. (Taylor, 2009) 
 
Comments such as these clearly indicated that teachers’ perceptions about the 
amount of paperwork had decreased between their first and second years in the program. 
Since one of the major complaints about BTSA throughout the state was the issue of the 
amount of documentation required by new teachers, it was a blessing for San Ramon’s 
BTSA participants that their mentors completed the paperwork, or at least shared the load 
with the teacher.     
Mary stated: “We used to get nothing, literally nothing but complaints from 
mentors and beginning teachers. The primary complaint was paperwork. The secondary 
complaint was time.” She further explained: 
And those complaints have dropped off dramatically, particularly from 
those who stayed with us. About 63% of our mentors have come back, 
which is amazing. The ones who know the history of what it was like say, 
“This is awesome!” The new ones coming in are saying, “Do we really 
have to fill out these forms?” And we say, “They’re not forms; they’re 
tools. You only have to do whichever ones you use. You choose the ones. 
They’re not due on the 22nd or the 5th day of the month, nothing.” The 
portfolios we observe mid-year – we go out and read them mid-year – and 
at the end of the year. (Taylor, 2009) 
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 Mentors’ perceptions about data collection differed slightly from the teachers. All 
of the mentors believed they collected and properly used the evidence (paperwork, 
conversations, student work, and other formative assessment tools) in such a manner that 
the burden of the process fell on their shoulders. The following comments were 
representative from two mentors: Sandy stated: “So they never are involved with the 
paperwork piece of it; it’s always conversations. Some of my PTs are doing building and 
formative assessment, for example, into their lessons and into their work with their 
students and so they experiment with all kinds of things” (Taylor, 2009).  
Gail, a mentor, added: 
 But to me, I really take that ownership and I coach my mentors to take 
ownership of that piece; that’s not the new teacher’s problem. Theirs is to 
think and reflect and plan and analyze and get excited. Ours is to take 
those conversations and find a way to tell the story through 
documentation. That is my hope. I always worry when I hear a new 
teacher say, “Oh, there’s so much paperwork in BTSA.” It tells me that the 
mentor is not fully taking that on. The mentors can tell me, “Oh my God, 
I’m tired of so much paperwork.” I say, “I know.” (Taylor, 2009) 
 
Two teachers expressed the following thoughts. Joyce had a different 
perspective on paperwork and her portfolio: 
I don’t think there’s a perfect way to do it. The portfolio is a nice paper 
trail to say, “Yes, I did the work.” It’s just a pain in the butt sometimes. 
I’m very practical in that if I’m going to take the time to do something, I 
want it to be something I’m going to use again. I want it to be useful; that 
is lacking. There’s one in there, it’s the little booklet and it has the 
continuum and we were asked to place ourselves in the continuum and 
write down some evidence. I just didn’t see the point of that. We forgot to 
do it for the mid-year review. So then I had to go back and pretend like it 
was October again and fill these things in. (Taylor, 2009)    
 
Bonnie’s perceptions about the amount of paperwork: 
 
In my second year, I had less paperwork to do, which was nice. More 
verbal reflections and my coach was able to transcribe those, kind of like 
what we’re doing now. Last year, my mentor and I did a lot of my 
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 portfolio, filling in the boxes and sheets. She came in every week for an 
hour. This year, she kind of just asked me what I wanted to focus on. She 
would help me organize it or plan units. It didn’t feel like I was wasting 
time ever. (Taylor, 2009) 
 
The compilation of data, or evidence, was viewed as necessary, but not 
pleasant by all who were interviewed for this study. The mentors had accepted the 
majority of the documentation collection for the new teachers, and for the most 
part, the teachers appreciated it. There was the perception on the part of three 
teachers that there was still too much paperwork involved in the completion of the 
portfolio.  
Staff development/Meetings. An area of improvement in SRVUSD’s BTSA 
program was the elimination of required meetings and staff development sessions. If new 
teachers wanted to seek out a Saturday Seminar at some local university, it was their 
choice and became part of their Inquiry Action Plan goals for the year. Much of the 
professional development was job-embedded and done on site or in the teachers’ 
classrooms. However, teachers were allowed the flexibility to differentiate their training 
based on their needs. Mary, mentor, explained it this way: 
So we made that shift and we also made the shift to the Inquiry Action 
Plan two years before anybody else. We field-tested it and loved it. The 
Inquiry Action Plan combined with the teachers choosing whatever 
professional development they need, the mentors being better trained to 
understand their role and not turn out mini-mes, but actually facilitate as 
colleagues their colleague’s growth as a teacher.  
 
Mary continued: 
 
I would say our program is leap years ahead of what it was to begin with, 
leap years. I still feel like we’re in the forefront of change with BTSA 
programs, in general. I feel very confident that our program holds up to 
any program, more than holds up actually and frankly. (Taylor, 2009) 
 
 
98 
 Sandy, mentor, shared her thoughts about staff trainings in the following: 
 
With the action plan, too, it’s a positive effect because it’s tailored to the 
individual needs of the teacher. I didn’t mention this before but we’ve 
gone to a more job-embedded professional development as well. It’s not a 
sit-and-get workshop anymore. We’ve eliminated the larger everybody-
come-and-this-is-what-we’re-going-to-present-to-you workshop model. 
Now, they get a choice and you probably heard about this. They can 
choose professional development that’s directly related to them. Or they 
can create their own if they see a seminar they want to attend. We’re doing 
groups across the district and cohorts across the district. (Taylor, 2009)  
 
Other participants had a variety of perceptions about the effectiveness of staff 
development and meetings. They expressed their feelings in the following: Judy, an 
elementary teacher, stated: 
Last year, it was a very different program. It was a lot of filling out a lot of 
paperwork and really kind of just trying to complete that aspect of it and 
not really getting into the whole “working as a team and formulating new 
things for the class.” This year, it was kind of a different approach. It was 
more like hands-off. It was really what I needed as a teacher to fit in with 
my classroom this year. I would say that this year was definitely more 
beneficial to me than last year. I felt like this year, we were really able to 
get into areas that I felt like I needed specific improvement, not just what 
California thought I needed to have done. (Taylor, 2009) 
 
David, a middle school teacher, commented:  
 
We had one workshop that was after-school for like 45 minutes. They had 
a bunch of workshops for classroom teachers I didn’t go to because they 
didn’t apply to me - reading workshops. So Sandy came up with, “For our 
workshop on our release day, we’re going to go look at all the other 
teachers or some of the other teachers in the district. Maybe that can help 
you direct your program and that can help you pick their brain about 
things.”  
  
David continued: 
 
And that was our workshop because that’s where we most needed support. 
That was good. I think they’ve got it right here. I think they’re doing it 
really well. I definitely heard the same thing that you had brought into the 
interview where people are saying, “BTSA programs are terrible. They’re 
awful.” They were and they are in other places. Here, I think San Ramon’s 
got it right in how they’re doing it. (Taylor, 2009) 
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Linda, a mentor, added additional thoughts in the following comment: 
 
We talked about changing to the Formative Assessment System (FAS) 
which, I think, is more streamlined and met teachers’ needs. We cut a lot 
of professional development. In the very beginning, new teachers were 
meeting often. They had not just workshops but meetings. It was like, 
“Okay we’ll get together and have a meeting this month.” Now we’re in 
another meeting and there’s another meeting. All of those meetings are 
gone except in the very beginning when we have the orientation which, I 
think, is a good meeting for them to attend because they need to get the 
big picture. At the end of the year, there’s another meeting. Sometimes if 
there’s something that comes up in the district, we might have one in the 
middle. We did this year because of the inquiry action plans, which is 
another big change we implemented in the last couple of years. (Taylor, 
2009)  
 
All of the participants expressed positive feelings about the reduction in 
the number of required meetings that were held throughout the year. The teachers 
indicated that there was a reduction in meetings which they viewed as a positive 
step. If a teacher wanted to attend a workshop, seminar, or take a college-level 
course, that was written into their BTSA goals for the year. Some teachers 
attended meetings that were conducted by other teachers wishing to share their 
expertise in a specific subject or teacher-organized research project. This made 
the meetings meaningful and useful, not to mention interesting.  
SB 1209 and SRVUSD BTSA program modifications. The researcher asked: 
“If the intent of Senate Bill 1209 was to streamline BTSA Induction for participating 
teachers, how did this occur in San Ramon? The intent of the question was to determine 
how BTSA leadership in the district streamlined the program. Mary, the coordinator of 
the program commented: “The key words for me in SB 1209 are job-embedded 
professional development” (Taylor, 2009). One of the major changes in SRVUSD’s 
program was the site liaison model whereby the full time mentors became a support 
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 network for not only the teachers assigned to them, but to on-site mentors as well. Mary 
stated: “So the site liaison structure that has just grown organically has been a 
tremendous success in my estimation.” She went on to explain the following: 
Our administrators also appreciate the program very much. That’s another 
improvement we instituted. It kind of grew organically. It wasn’t a set 
plan. Our TSAs, and there are four TSAs, and myself, we all have 
responsibility for sites. We now work directly with our sites and our site 
administrators and our site mentors and our site participating teachers on 
this one-to-one level where we all have agreed we will meet with our 
principals at least once a quarter. We communicate with them. We are 
available to our site mentors for any questions, anything. We try to focus 
the participating teachers that each one of us has to take at our sites. 
They’re along with our mentors mentoring at each site. That has been 
invaluable. The administrators really understand the program now.  
  
Mary continued by saying: 
 
It was an organic thing rather than an imposed timeline. So SB 1209 
legitimized what we worriedly were doing kind of almost under the 
covers, because we were following what we knew was right and what our 
surveys and instinct told us was right, but we didn’t have the imprimatur 
of the state to do this. So when this came out, there were a lot of programs 
when I was going to the state meetings, they were like, shattered. (Taylor, 
2009) 
 
Gail, a mentor, discussed her perceptions on changes in the program: 
 
I think the biggest change is a shift from the checklist induction model to 
an inquiry action plan-based model. It really puts the locus of control with 
teachers. We told ourselves that the checklist did as well because they 
could choose what they put in for the checklist. It wasn’t as prescriptive as 
CFASST where they had to do particular events in a particular order but it 
still had that artificiality. With the inquiry hopefully, it’s going to start that 
habit of mind through their whole careers. That idea of “I’m going to look 
into my practice. What am I curious about?” Start collecting some data 
and run with it. I think that that alone singly shows that the program is 
much more teacher-centered because that is so non-prescriptive. It’s really 
wide open in what they choose to self-assess on, what they choose to 
investigate. It’s sort of a non-linear program. (Taylor, 2009) 
 
SRVUSD modified their BTSA program two years before the SB 1209 
legislation was passed. One of the significant changes was the creation of the 
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 Inquiry Action Plan which allowed teachers to select the inquiries they would set 
as their goals for the coming school year. This allowed greater flexibility in 
collecting evidence that teachers were meeting the standards laid out in the CSTP. 
This non-linear approach allowed new teachers to maintain control over what was 
most meaningful to their classroom instruction.  
Duplication of preservice coursework. Changes in California’s credentialing 
program (SB 2042) enhanced the requirements that new educators must meet in order to 
be licensed to teach. Many of these changes duplicated current BTSA Induction 
programs. SRVUSD’s early modifications to their program addressed these concerns by 
listening to their new teachers through comments from mid-year and annual surveys. 
They were ahead of the game when they took a risk in re-formatting their program.         
A question was asked by the researcher: Do you feel that a lot of the 
modifications you made for San Ramon have eliminated or lessened the duplication 
between your BTSA program and what teachers learned in the pre-service program? A 
variety of responses are representative of teachers’ and mentors’ perceptions: Jason, a 
high school teacher stated: 
Sure, to a certain degree absolutely they have eliminated that. They’ve let 
me make my own research decisions and decide what I want to focus on. 
Within that, though, they still ask all the same questions which, I don’t 
know, if these are truly the most important parts of teaching, but it feels 
like the same sort of canned questions about EL, special populations,  
health, and safety. (Taylor, 2009)  
 
Mary, a mentor commented: 
 
I think we’ve really streamlined. Our beginning teachers come to our 
orientation in their first year, they come to a mid-year “Let’s just tell you 
what your portfolio should have”, and we have a party at the end of the 
year where we don’t do any training; we just have a party. Those are the 
three required meetings. Year two teachers don’t come to the orientation 
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 and only those teachers who think they want to know about the portfolio 
from year two choose to come. It’s a choice for the mid-year one. That’s 
why it’s going to be interesting when we talk at the end of the year, like 
“What can we do?” I think we have really streamlined this that if a teacher 
and mentor follow the inquiry action plan as it’s designed, they’re doing 
exactly what they need to do when they do it. (Taylor, 2009) 
     
Susan, a kindergarten teacher, stated: “The first year, a little bit. With all the 
standards, even though they said they were going deeper, it kind of felt like the same with 
the portfolio and the tasks. This year, I thought it was great” (Taylor, 2009).    
Linda, one of the mentors, felt that looking through a different lens about 
duplication may help new teachers view induction as an enhancement of prior knowledge 
as opposed to ‘just more of the same’: 
When we start, we talk about the fact that yes, you are going to be doing 
some of the same kinds of things, asking yourself the same kinds of 
questions, looking at the same kinds of standards. So up front, we just 
automatically put it out there. That’s the way it is. However, last year or 
whenever you were doing your student-teaching, you were looking at 
somebody else’s kids, somebody else’s class. 
 
She concluded: 
 
This year, you’re going to be focusing on yours. You’re going to have the 
first semester because the way the BTSA program has changed, the entire 
first semester is focused on two things: One is what are your professional 
goals that you’re going to work on with your administrator? That’s for 
evaluation; that’s one part of what we do in BTSA. The second part is get 
to know your kids, get to know your site, get to know the context of all of 
your work. In saying that, this is different because you are now the teacher 
of these kids. Your role is different and these kids are yours. Everything is 
different even though you have the same basic questions in your mind that 
you used in your pre-service teaching. (Taylor, 2009) 
 
Requiring teachers to participate in BTSA Induction was perceived by 
many as something which duplicated their pre-service course work. This was not 
well received by participants, whether they were mentors or new teachers. 
Successful programs are those that augment teachers’ professional growth by 
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 enhancing skills and abilities beginning teachers bring with them from prior 
university training. SB 2042 instituted changes in Pre-K-12 credentialing in such 
a way that the components of BTSA became a duplication. SRVUSD streamlined 
the requirements of the BTSA by creating a more authentic classroom experience. 
Developing the Leadership Role of Mentors 
Mentor teachers played a significant role in the support of beginning teachers as 
evidenced by the comments from those who were interviewed. Not only did new teachers 
benefit from their experiences of working with veteran teachers, but mentors grew 
professionally as well. They were able to instill leadership qualities in themselves as well 
as their colleagues. The next series of questions and dialogues explored perceptions of 
leadership characteristics as seen through the lens of the mentors. One theme that was 
communicated to the researcher from all mentors was a strong belief that they valued the 
leadership role developed by becoming more experienced in advising beginning teachers.  
One of the areas of interest was to learn how participating in BTSA Induction 
encouraged an individual to develop and enhance one’s skills and abilities as a mentor. 
The opportunity to be a mentor to others creates professional growth in veteran teachers. 
It might be seen by some as a stepping stone to administration, but this was not always 
the case. The mentors in SRVUSD believed they were able to ‘give back’ to their newer 
colleagues by helping them develop into competent professional educators. Mary’s 
response to this question was enlightening: 
That has been the gift. I mean, I look back at what I thought I knew then.  
Basically, what I thought I knew was to make a clone of me because my 
stuff worked. I have been provided so much opportunity for professional 
development. Part of just working with the New Teacher Center (NTC) is 
we’re in a partnership with them in their leadership network. We look 
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 forward to those meetings – we being myself and my team – because they 
just are professional development for us. (Taylor, 2009) 
 
Gail expressed the following when asked about her leadership role as a mentor: 
 
I’ve been looking for my niche and this provided that next step for me. 
I’m really enjoying the leadership role. I love working with new teachers. 
I love working with their kids. I just can’t even imagine how much I’ve 
learned in this job. Part of it is in the training, a huge part is the training. 
Working with Wendy Baron who’s our NTC liaison for several years was 
such a gift because I think she’s a visionary and modeled so much for us -
effective coaching when she coached us. It was really brilliant to work 
with her. I think in terms of my depth of knowledge of the CSTPs, I used 
to set my goals on those when I was in the classroom, but I really didn’t 
know them. I hadn’t really embraced them. 
 
Gail concluded: 
 
Our mentors love working with their new teachers, not in love with the 
paperwork piece, I understand that. The fact is it’s pushing them along that 
continuum as well. I have new teachers that I’m working with that have 
really stepped up to leadership roles and one of them said, “I’m really 
interested in being a mentor because I like this work.” She loves talking 
about her practice. She loves reflecting on it. I said, “I would take you in a 
second! You’re an amazing teacher.” (Taylor, 2009) 
 
Leadership development is crucial for mentors (veteran teachers) so that 
they are motivated to remain in the teaching profession. By doing so, they are 
providing guidance and expertise to their newest colleagues. Leadership 
empowers participants to inspire others to achieve their fullest potential. 
Beginning teachers may lack the confidence and experience in the early years of 
their careers, and having a mentor provide ongoing support was essential, 
However, mentors needed encouragement and support as well. Mentors in 
SRVUSD worked closely with the NTC to develop and fine tune their own 
mentoring abilities. Mentors in the district pursued additional leadership 
development by working toward their Master of Arts in Teacher Leadership at St. 
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 Mary’s College in Moraga. They did not see their role as something that would 
lead them in to school administration. 
Future Recommendations 
The future was uncertain for SRVUSD’s BTSA Induction program. The number 
of full time mentors or TSAs was reduced from five to three for the 2009-2010 school 
year. Since they had a mixed model of full time and part time mentors, the amount of 
support and flexible time from the TSAs in regards to the site liaison model (where TSAs 
provide the link between the site administration, part time mentors, and participating 
teachers) may have been adversely affected. This, of course, was not the hope of the 
district, but at the time this research was conducted, change was in the air.  
All 12 participants had reflections on future recommendations and changes. Even 
though they liked the program as it was, there were many thoughts on what might make it 
even stronger. Participants shared their perceptions about what the future might mean for 
the program. What follows are a sampling of comments made by teachers and mentors:  
Linda, mentor, stated: 
 
Every one of them chose that as action plan question for the year. All the 
evidence that they have all applies. So I would like to do that more next 
year: find the teachers with common goals, common interests and then try 
grouping them, facilitate it and get them on their feet and get them going. 
Check in on them but not be running it. Let them run it themselves. I think 
that’s a true – one of the words they’re using is–professional community. 
(Taylor, 2009) 
 
David, a middle school teacher, commented: 
 
I think that you’re taking a look at this year but I think the BTSA program 
as a whole is changing because of budget cuts, budgetary issues and all 
that stuff. I’m pretty sure Sandy, my mentor, who I think was absolutely 
phenomenal, and I don’t imagine anyone could be better at what they do 
than her, is getting cut and being put back in the classroom. Are they as 
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 good? I don’t know. I couldn’t imagine they would be as good because she 
was amazing. That’s frustrating for me. New teachers won’t get to work 
with her. (Taylor, 2009)  
 
Kathy, an elementary school teacher, stated:  
 
I would say keep the program. I know people who had to go outside the 
university because the school does not offer such a program. It’s terrible. 
My friend said she’s not going to get her Professional Clear Credential 
because she had to go on weekends or after class to attend workshops, 
these university courses. It’s too hard. This is a good program. Keep it, 
make it even less paperwork would be great. When you’re face-to-face 
with students, how can you make it more efficient and more practical, 
better learning for the students? All those are not on the paper. It’s really 
the person coming and seeing and giving you useful and constructive 
feedback and then leave you after two years, I think that’s very positive. 
(Taylor, 2009) 
 
The future of BTSA Induction in California remained uncertain at the time 
this study was conducted. SRVUSD’s program experienced a reduction in 
funding from the state, as did other school districts. State funding for BTSA 
(2009-2010) was reduced by 20% and, in addition, placed in a more flexible 
category so that districts had the discretion of how to continue the program. With 
educational budgets in tight financial straits, school districts may be hard pressed 
to fund BTSA at its current level. SRVUSD saw a reduction in the number of new 
teachers, as well as the number of full time and part time mentors.  
Data from San Ramon Valley Unified School District 
 
“I definitely heard the same thing where people are saying: BTSA 
program is terrible. They’re awful. They were and they are in other places. 
Here, I think San Ramon’s got it right in how they’re doing it” (David). 
 
SRVUSD records (Appendix F) related to overall retention rate for teachers 
during the past five years indicated high levels of retention within the district. Eighty 
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 three teachers indicated a retention rate of 92.2% after their second year of teaching. The 
third year retention rate was 96.9%, fourth year at 95.9%, and the fifth year retention rate 
was 91.4%. In Figure 12, it is evident that SRVUSD is closely aligned with Cluster 2 
level and statewide results for the same period of time.  
 
Figure 12. SRVUSD overall retention data. 
Adapted from San Roman Valley Unified School District, http://www.srvusd.net 
/apps/pages/index.jsp?uREC_ID=42856&type=d&rn=2402854 
The “overall retention rate” in Figure 12 was generated by surveys and documents 
collected through a series of statewide data gathering procedures that all districts and 
BTSA consortiums generate every year. The tracking of BTSA’s progress in lowering 
teacher attrition was one indicator of the program’s success. It provided a quantitative 
over view of the district and how well it was, or was not, maintaining adequate levels of 
new teacher retention. The results indicated that SRVUSD continued to maintain high 
levels of teacher retention even after five years in the district. Beginning teachers are well 
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 supported throughout their early years in SRVUSD and teacher retention was a priority 
for the district. 
Summary of Findings 
 
Research Question One asked: What factors influence the Beginning Teacher 
Support and Assessment (BTSA) program based on participants’ perceptions? Research 
Question Two asked: What are the beginning teachers’ and mentors’ perceptions of the 
effectiveness of BTSA Induction? Themes that surfaced during the dialogues between the 
researcher and the 12 interviewees addressed factors that contributed to a successful, 
and/or not so successful, induction program. While at the same time, included 
perceptions on whether the program was effective in supporting beginning teachers. The 
following themes emerged: (a) mentor support and guidance, (b) collaboration/collegial 
networking, (c) required paperwork (portfolio and Inquiry Action Plan (Appendix M)), 
(d) staff development/meetings, (e) program modifications, (f) duplication of pre-service 
course work, (g) developing the leadership role of mentors, and (h) future 
recommendations for the district. 
All of the second year PTs indicated a positive response to mentor support and 
guidance while teaching in the SRVUSD. Their comments are indicative of the level of 
commitment and collegiality that developed between the mentors and second year 
teachers. The PTs expressed a deep level of gratitude for the amount of time and effort 
their mentors made available to assist them inside and out of the classroom. They saw the 
relationship develop into a friendship that hopefully would continue even though this was 
their last year participating in BTSA.  
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 The PTs appreciated the opportunities to network and collaborate with other new 
and veteran teachers in the district, especially in the area of curricular development and 
instructional expertise. They learned a great deal when shadowing other teachers, or 
meeting with them on a release day to plan lessons and develop teaching strategies. This 
networking led to continuing opportunities to meet on a more regular basis by creating 
book clubs, teacher research topics of interest by grade levels and departments, and the 
creation of professional development on a district wide basis. New teachers are 
continually exploring ways to become a part of their Professional Learning Community 
(PLC) and by developing their own leadership abilities, new teachers grew in confidence 
and competence.  
Mentors valued the opportunities to attend seminars through BTSA Cluster 
meetings, as well as attending training at the New Teacher Center (NTC) every year. 
Perceptions related to the success of SRVUSD’s program was directly related to the 
mentors staying current on adult learning theories, inter-personal skills, authentic 
communication skills, and listening to the feedback from their PTs. The mentors also saw 
their role as being school site liaisons when working with part time mentors and 
administrators. All mentors believed that the success of the mixed-model approach (full 
time and part time mentors) used in SRVUSD was due to the fact that all individuals 
were involved in, and committed to, ensuring success for new teachers.  
Modifications to SRVUSD’s BTSA Induction program were addressed by all 
interviewees. Each PT and mentor indicated a positive response to the changes in the 
program, especially if they came from another district where they participated in BTSA 
during their first year as a new teacher. SRVUSD modified their program before the 
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 mandates of SB 1209 and the mentors who had worked for the district as teachers, and in 
a leadership role as a mentor, indicated that the changes had been very successful. Their 
perceptions shed light on the differences in the current program from seven to eight years 
ago. Second year PTs believed there was a difference between their first and second year 
in the district in the amount of required paperwork and the number of meetings and 
trainings they attended. All PTs complimented the district on moving forward in making 
shifts in the program, even though three of them indicated there was still too much 
paperwork involved in developing their portfolios and reflecting on items that were to be 
included in their Inquiry Action Plans.    
Over the years major complaints surfaced throughout the ranks of California’s 
beginning teachers that BTSA Induction was a duplication of the course work they had 
completed in their pre-service programs. Prior to SB 1209 mandates, BTSA programs 
were created around the concept of seminars and workshops (similar to university and 
college classrooms) addressing six standards (15-20) related to the CSTP.  The statewide 
program depended on copious amounts of documentation for each of the six standards 
(forms to fill out and boxes to check). As credential programs changed with the 
implementation of SB 2042, new requirements of proficiency in the areas of curricular 
competence, instructional strategies, equal access for English learners and students from 
special populations, and finally, using technology in educational settings became a 
standard part of the course work in higher institutions of education.  
In 2005 it became apparent to the leadership in SRVUSD’s BTSA program that 
there was a duplication in what their program required and what newly credentialed 
teachers were bringing with them into the classroom. They took a risk (and a leap of 
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 faith), and based upon the feedback from their own teachers and mentors, they modified 
their requirements two years before the mandates of SB 1209 and the UC Riverside/Rand 
Corporation Technical Report were published. There was a sigh of relief in the district 
when this document validated what they believed was the direction for the future of 
BTSA Induction. All four mentors believed that SRVUSD had progressed in the right 
direction and that their program was ‘ahead of the pack’ when looking at other programs 
throughout the state as they sometimes did when attending Cluster or statewide meetings.  
Further modifications streamlined their induction program by providing teachers 
with job-embedded support known as formative assessment. This was actually a part of 
the SB 1209 mandates for change. Gone were the required meetings, trainings, and 
seminars. Beginning teachers were offered a menu of choices for professional growth, 
first and foremost, having a mentor who would spend time in their classrooms on a 
regular basis (coaching, providing instant feedback, encouraging reflection on lessons 
and assessment, assisting with documentation and evidence for one’s portfolio, or just 
being someone who could listen and hold a hand when needed). BTSA participants could 
attend seminars or workshops of their choice if they wanted, join a book club, create 
opportunities for teacher research on topics that directly related to what they were doing 
in their classrooms.  
Future recommendations for the coming school year were a concern for both 
mentors and second year teachers. All were hopeful that SRVUSD’s BTSA program 
would continue in its current form for newly hired teachers and those moving on to their 
second year. However, with budget cuts looming for the state, as well as the district, 
people were unsure of the status of the program. At the time this study was conducted 
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there were five full time mentors in the district. As per the SRVUSD BTSA Coordinator, 
two of the five were reassigned back to the classroom in May of 2009, leaving only three 
full time mentors on its leadership team. For the 2009-2010 school year the number of 
part time mentors was 64, with the number of first year teachers totaling 46, and second 
year teachers, 63.  
SRVUSD used a mixed-model approach with its induction program. In other 
words, there were both part time mentors and full time mentors. One of the many 
responsibilities of the full time mentors was to act as liaisons between the site 
administrators, part time mentors, and new teachers. With a reduction in the leadership 
team of two of its members returning to the classroom, there was concern that the 
program would struggle to maintain its current level of support across the district. 
Dialogues with the researcher indicated a hope that the program would continue in its 
present form, but the reality seemed to be that might not be the case. The success of the 
mixed model would depend on how the remaining three full time mentors would pick up 
the slack of those who have departed. 
Three of the PTs indicated a future concern related to the amount and type of data 
collection (paperwork) that still seemed to be overwhelming and unauthentic to them, 
even with the support of their mentor. Two PTs believed that the portfolio they developed 
was useless and would sit on a shelf in their classrooms, not used. Their wish was that 
this type of data could be developed in another fashion and therefore, more meaningful 
for the teacher. Chapter V presents a discussion of the major findings, along with 
conclusions and implications for the study. The chapter ends with recommendations for 
professional practice, further research, and concluding thoughts. 
 Chapter V 
Discussion, Conclusions, Implications, and Recommendations 
 
“It’s the passion of my team and the passion I have for this work with the 
sure knowledge that we are impacting so many more students than we 
could have…it drives this work forward and it’s a privilege to do it” 
(SRVUSD BTSA Induction Coordinator, 2009). 
 
Discussion and Conclusions 
 
This research dealt with factors influencing new teacher support and participants’ 
perceptions of the effectiveness of the BTSA Induction program in the San Ramon 
Valley Unified School District (SRVUSD). The researcher investigated the impact of 
providing beginning teachers with on-going, job-embedded formative assessment using 
two research questions. The first question dealt with what factors influenced BTSA 
Induction based on participants’ perceptions. The second question delved into the 
effectiveness of BTSA Induction through the lens of those involved in the program.  
In Figure 13, study participants represented a cross section of educators across the 
district, not only by ethnicity, but by gender, grade levels, university pre-service 
programs, and years of experience. It was the researcher’s belief that this sample was 
representative of the larger population of second year teachers and mentors in the district. 
Four full time mentors and 79 second year teachers were invited to participate in this 
study, and from those who positively responded to the invitation, a total of 12 individuals 
were chosen. 
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Figure 13. Percentage of participants. 
Adapted from Participants’ Perceptions of the Effectiveness of California’s Beginning 
Teacher Support and Assessment Induction Program, by M. Taylor, 2009, San Ramon, 
CA. 
88
%
13
% 25
%
75
%
38
%
13
%
50
%
88
%
13
% 25
%
75
%
75
%
25
%
0%
10
0%
25
%
25
%
50
%
10
0%
0% 0%
10
0%
au
ca
s
ia
n
A
si
an
 
A
m
e…
M
al
e
Fe
m
al
e
H
ig
h 
Sc
ho
ol
M
id
dl
e 
ch
oo
l
El
em
e
nt
ar
y … In
 
Ca
lif
…
O
ut
 o
f 
Ca
lif
…
O
ne
Tw
o
Percentage of Participants
Teachers Mentors
Research Question 1 
 
Research Question One asked: What factors influence the Beginning Teacher 
Support and Assessment Induction program based on participants’ perceptions? It 
explored factors that influenced the BTSA Induction program based on participants’ 
perceptions. Research findings indicated that the factors of (a) mentor support and 
guidance, (b) collaboration/collegial networking, (c) required paperwork (portfolio and 
Inquiry Action Plan (Appendix L)), (d) staff development/meetings, (e) program 
modifications, and (f) duplication of pre-service course work were essential in creating a 
successful induction program for SRVUSD. 
In a UC Riverside/Rand Corporation study presented in 2007 titled Technical 
Report, there were three recommendations that matched the findings of this research. 
Factors that influenced SRVUSD’s BTSA Induction program’s accomplishments were 
consistent with the implications of the Technical Report. “To a significant degree, the 
places where BTSA training is not working well have arisen because university-based 
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 pre-service programs have been significantly revised in compliance with the expectations 
of SB 2042 and SB 1209” (UC Riverside/Rand Corporation, 2007, p.vi). This was not the 
case here. SRVUSD’s modifications created a more streamlined induction program that 
eliminated duplication between one’s credential program and BTSA’s requirements. 
SRVUSD did transform their program into the successful model that may hopefully 
become a benchmark for others to replicate. 
Second year PTs appreciated the changes in the district’s design and stated that 
the program seemed more authentic and more closely aligned to what they needed in the 
way of support and guidance as newly credentialed teachers. The Learning to Teach 
Continuum in Figure 14 became the standard for moving through BTSA’s requirements 
which provided professional credential preparation. SRVUSD’s modified induction 
program exemplified the best of what BTSA was designed to offer: (a) application of 
prior knowledge, (b) formative assessment and support, (c) advanced curricular 
demonstration, (d) frequent reflection on practice, and (e) creating an individual 
induction plan.   
 
Figure 14. The learning to teach continuum. 
Adapted from Antioch Unified School District BTSA Induction Program, 2008. 
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   It was SRVUSD’s hope that their beginning teachers would remain with the 
district during those early years when the “sink or swim” mentality could be so prevalent. 
The Learning to Teach Continuum was the successful road map for developing habits of 
mind of life-long learning. Educators must continue to grow and develop their craft so 
they would be able to inspire and motivate students, as well as themselves, to strive for 
excellence.    
The research findings indicated that participants in this study represented the 
characteristics and perceptions described in the literature in regards to what constitutes an 
effective induction program for beginning teachers. Each of the PTs expressed a strong 
belief that their mentor was pivotal in ensuring their success in the classroom. And 
likewise, the mentors indicated a high level of respect for the effort and accomplishments 
of their second year teachers. The factors that influenced the success of SRVUSD’s 
program emerged in the dialogues with the researcher. Highly valued were collaboration 
and networking, which brought mentors and PTs together for sharing of ideas and 
discussions, leading to curriculum development and teacher research projects. New and 
veteran teachers throughout the district participated in these professional opportunities 
organized at times by mentors, and at other times by the new teachers themselves. 
Opportunities of teacher leadership blossomed for both mentors and PTs.  
Linda, a mentor, commented about one of her opportunities for leadership 
development: 
So I learn to be a better mentor because I’m always being reflective and I ask my 
teachers for feedback all the time. Most of them are willing to give me the 
feedback. I just honestly reflect on how things are going with each one of my 
teachers and what could I do better. For me, it’s improved my mentoring 
enormously. Also, being associated with NTC Santa Cruz – oh, my gosh! The 
training for their mentors never ends and it’s at such a high level and they 
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 differentiate. So we who are experienced mentors who have been doing this for 
years and years – like I’ve been doing this for almost 20 years – they know that. 
(Taylor, 2009) 
 
Gail, a mentor, needed more mentors at a new school site and she asked the site 
administrator for the names of teachers she believed would make good mentors for her 
beginning teachers. Gail explained: 
We really need to look and see who you have on campus that you’d like to 
facilitate more of a leadership role for and give them the opportunity to pull up 
this mentoring activity.  Her response was: “My teachers are too young and too 
inexperienced.” I talked about the fact that it is actually a way of continuing the 
process reflecting on your own. You don’t have to be a finished product to be a 
mentor. I said, “I’m not a finished product. I’m still learning. I learn probably 
more from my teachers than they do from me.” So she pulled together some 
teachers. I got mentors at this one site that are 3rd and 4th year teachers mentoring 
others. (Taylor, 2009)  
 
A major factor that influenced SRVUSD’s success was the fact that they made 
changes to their induction model long before legislative (SB 1209) mandates came into 
being in 2007. By listening to their mentors and BTSA participants, they were able to 
reduce concerns and complaints regarding the duplication of pre-service course work and 
streamline copious amounts of paperwork into more manageable chunks that the mentor 
teacher was responsible for collecting and organizing. And finally, by creating the 
Inquiry Action Plan (Appendix L), mentors designed a way to assist their PTs in looking 
at their craft in a more in-depth and realistic manner.  
Mentor Sandy commented on the effectiveness of the Inquiry Action Plan as a 
job-embedded source of support: 
The most recent changes that are program-driven that, of course, affects me as a 
mentor, is the switch to inquiry-based learning and inquiry-based action plans. 
That allowed PTs and mentors to work together and to go deep into kind of the 
practice of teaching of what PTs want to explore. It made it job-embedded. It 
made it useful and meaningful. (Taylor, 2009) 
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 Research Question 2 
Research Question Two asked: What are the beginning teachers’ and mentors’ 
perceptions of the effectiveness of BTSA Induction? This question delved into the 
participants’ perceptions of the effectiveness of BTSA Induction. The perceptions of the 
12 interviewees were expressed through emerging dialogues with the researcher. All 
shared their own experiences and beliefs about the effectiveness of SRVUSD’s induction 
opportunity. The research findings indicated that effectiveness was based on (a) mentor 
support and guidance, (b) collaboration/collegial networking, (c) changes in the amount 
and type of required paperwork (portfolio and Inquiry Action Plan (Appendix M)), (d) 
staff development/meetings, (e) program modifications, (f) duplication of pre-service 
course work, (g) developing the leadership role of mentors, and (h) future 
recommendations for the district. 
One PT, (David), was able to compare his first year with BTSA in a different East 
Bay district to his more recent experience in SRVUSD. For him it was ‘night and day’. 
Everything that was negatively reported about BTSA in the Technical Report was what 
David experienced: little to no professional guidance from his mentor, volumes of 
meaningless paperwork with no direction, and endless meetings and trainings that either 
duplicated his pre-service course work or did not pertain to his area of the curriculum. If 
this was what teaching was going to be like for David, he wondered if he had chosen the 
right profession.  
David’s perspective was enlightening since he was one PT who actually had done 
his first year in a program that had not made any modifications based on SB 1209. It is 
the researcher’s conclusion that if this experience was representative of what BTSA 
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 Induction was like for new teachers in California, it was no wonder the researcher was 
hearing complaints about induction from recent graduates at the university where she 
taught. The perceptions of these individuals were continually negative and mirrored what 
was stated in the Technical Report.  
The perceptions of effectiveness in SRVUSD’s BTSA program differed 
significantly from those who were surveyed throughout California for the Technical 
Report. The researcher’s findings indicated that 84% of SRVUSD’s research participants 
expressed feelings and beliefs that the program was highly successful. Additionally, the 
findings indicated 16% believed the program would be strengthened if there were better 
ways to reduce the amount of paperwork (data and evidence collection). This is an area 
where SRVUSD might want to explore additional options for acquiring the data they 
need to comply with Cluster and state requirements. From her experience as a former K-
12 educator, administrator, and currently university adjunct faculty, it was the 
researcher’s perception that government agencies thrive on paperwork, so data must be 
gathered as evidence that the program was successful. A better question might have been 
asked was “How can we create avenues for meaningful data collection, and at the same 
time, assist new teachers in seeing the value of the process by making it more authentic 
for them?”  
Many of the changes that SRVUSD implemented in the 2005-2006 school year 
came about because of the visionary leadership of the BTSA coordinator, Lydia 
Schneider, and her leadership team of four full time mentors. All five of these individuals 
were Teachers on Special Assignment (TSA) who saw opportunities to give back to their 
educational community by assisting new teachers in growing professionally. They 
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 remembered the days when they, too, were new teachers struggling to survive in an 
atmosphere of independent isolation. What they learned they developed on their own by 
building on prior knowledge learned in their pre-service programs. Over time they 
believed they had developed into competent educators who would be able to offer new 
teachers support and guidance as mentors. In their early experiences in mentoring, BTSA 
was moving from an optional professional development program into a state mandated 
induction program for all newly credentialed teachers on the path to achieving their 
Professional Clear Credential. This designated PTs as highly qualified teachers based on 
the “No Child Left Behind Act” (NCLB).  
It became apparent to SRVUSD’s BTSA leadership team that their early BTSA 
model was not well received by their beginning teachers. All of the complaints that 
surfaced indicated a high level of dissatisfaction in the quality of the program due mostly 
to the perceptions that (a) BTSA was a repeat of what these teachers had recently learned 
in their pre-service programs, (b) the workshops and seminars covered topics that were in 
many cases not relevant to what was occurring in the classroom, and (c) there seemed to 
be an endless amount of data collection through the use of CFASST. Mary, the program’s 
coordinator stated: 
Now that we’re more on a cycle of each teacher develops his/her own 
inquiry plan and picks his/her own professional development, they should 
be, and I believe, are naturally building on what they already know. So it’s 
up to them to say, “I don’t need a workshop on classroom management. I 
got that. What I need to do is read about autistic kids in the classroom 
because that’s what I have right now.” So there’s no way it could be a 
duplicate if they’re serious about how they’re applying this. So I think 
we’ve eliminated it. (Taylor, 2009) 
 
121 
 When the district chose to discontinue use of CFASST and move to a more streamlined 
data collection instrument know as FAS, conclusions by mentors and PTs were that this 
was a formative assessment system that would be more job-embedded, more authentic, 
and more closely tied to what participants valued.   
If it were not for the courage and foresight of the leadership team, along with 
backing from the district’s Assistant Superintendent, Christine Williams, these changes 
might not have been implemented until the 2009-2010 school year when they became 
mandated for all districts and BTSA consortiums in California. It was the researcher’s 
opinion that these early changes were what made the most significant progress in creating 
the high levels of satisfaction in the program.  
Equity in the level and type of mentor support for new teachers was crucial to 
their success. Full time mentors were available whenever new teachers needed them. Part 
time mentors may have had different schedules and availability issues. Mentors involved 
in this study were all full time Teachers on Special Assignment (TSA), released from 
teaching and classroom duties. Six of the eight PTs interviewed by the researcher had full 
time mentors and two had part time mentors who taught during the day and were 
available after school, during their preparation period, or lunch. All eight of the PTs were 
satisfied with the level of support they received from their mentors, even if some were 
part time. The effectiveness of the mentor (as indicated by mentors and PTs alike) 
seemed to rely more on their availability as opposed to curricular or grade level 
alignment. If the mentor did not have experience or expertise in a certain subject matter 
or grade level, she located someone who could collaborate and network with her PTs. 
This was perceived as invaluable to all involved. 
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 What emerged from dialogues with the mentors were the ongoing opportunities 
for leadership development, not only among the mentors, but with beginning teachers as 
well. Students, educators, and parents must believe they are included in the decisions 
affecting the education of children. Making contributions to this decision making process 
are essential if beginning teachers are to break down the barriers of isolation that can 
quickly envelop them. Isolation was a major contributing factor to teacher burn out, a 
stressor that led many to early-exiting their career. The data from SRVUSD’s program 
indicated that teachers’ retention rate was at levels that were higher than Cluster 2 or 
statewide results after a five year period. In fact, SRVUSD’s percentage never went 
below the 90% range in all five years within the district (Appendix F). 
An article published by The New Teacher Center (NTC) on teacher retention 
research was compiled from a variety of sources illustrating the benefits of mentoring 
new teachers:  
A study conducted by researchers at the New Teacher Center at the 
University of  California Santa Cruz collected data from teachers who had 
been in their Santa Cruz New Teacher Project (SCNTP) mentoring 
program six years earlier. They found that, after six years, 94% were still 
in education and 88% were still classroom teachers. It can be seen that 
those who received the comprehensive SCNTP support were less likely to 
drop out of teaching than those in the California and national samples. 
(Strong, 2005) 
 
In Figure 15 the NTC data shows that California was having more success than 
the rest of the nation in retaining new teachers even after four years in the profession. 
SRVUSD retention data (within a five year period) is at higher levels than overall 
California and national rates (Appendix F). Strong explained: 
The California Council on Teacher Education (CCTE) published data 
collected from state participants in the Beginning Teacher Support and 
Assessment (BTSA) program and compared state teacher retention rates 
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 with those of the nation. The data suggested that BTSA was having a 
positive effect on teacher retention. As can be seen, after four years 84% 
of the 1995–96 new teachers were still in the system, compared to the 
national retention rate of 67%. (Strong, 2005) 
 
 
Figure 15. Teacher retention rates: California to nation. 
Adapted from Mentoring New Teachers to Increase Retention, by M. Strong, 2005, 
retrieved from http://www.newteachercenter.org/pdfs/NTCResearchBrief.05-01.pdf 
In Figure 16 the NTC compares data from their participating districts (of which 
SRVUSD is a member) with California and national statistics. The results indicate that 
districts that are participating in the NTC project are more successful at retaining 
beginning teachers in those early years when they are more likely to leave the profession 
due to isolation, burn out, and stress. The graph in Figure 14 was compiled from data by 
Ingersoll (2002) and Strong & St. John (2001) before SB 1209 mandates took effect.  
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Figure 16. Percent of teacher retention over 6 years. 
Adapted from Mentoring New Teachers to Increase Retention, by M. Strong, 2005, 
retrieved from http://www.newteachercenter.org/pdfs/NTCResearchBrief.05-01.pdf 
The NTC article further expressed reasons for teacher attrition rates that added to 
the complexity of supporting new teachers: 
Teachers quit for many reasons that may be broadly divided into two 
categories: working conditions and personal factors. Working conditions 
include school demographics (percentages of poor and minority students), 
administration (lack of support from the principal), low salary, few 
resources, teacher’s level of control over decision making, and low student 
motivation. (Strong, 2005)  
 
The reversibility of attrition by mentoring may relieve “feelings of stress, lack of 
support systems, and poor communication with administration” (Strong, 2005). This 
finding was apparent in the dialogues with PTs and mentors who participated in this 
study. SRVUSD’s past performance for maintaining a consistent level of low teacher 
turnover is indicative of the success of its BTSA Induction program due to the high level 
of job-embedded support throughout teachers’ first two years of teaching.    
What emerged in the dialogues with the participants was the fact that they 
indicated a significant level of satisfaction with opportunities to create professional 
learning communities within the district; at times within their schools, departments, or 
125 
 grade levels, and at other times outside of those areas. The mentors, however, did not 
necessarily view their role as a stepping stone to becoming administrators, but instead, 
serving as mentors encouraged them to continue their studies at the university level by 
achieving their Master of Arts in Teacher Leadership. It was the researcher’s opinion that 
providing opportunities for veteran teachers to grow professionally, created an 
atmosphere of life-long learning that benefited not only the mentors, but for all those with 
whom they came in contact. 
Summary of Discussion 
The research indicated that SRVUSD’s BTSA Induction program was positively 
impacted by the dedication and commitment of its leadership team (full time mentors). 
Factors that led to its success emerged in the dialogues between the researcher and the 
participants. Findings indicated common themes among mentors and beginning teachers 
(PTs). It was evident that the mentors played a pivotal role in assisting PTs in developing 
goals through job-embedded formative assessment strategies that would guide them 
through their first two years of teaching using the Inquiry Action Plan. This document set 
the direction for the beginning teachers’ journey in the early years of teaching. It was 
reviewed and updated as the year progressed. When closely aligned with a site 
administrator’s goals for the school year ahead, new teachers were not over burdened 
with striving to attain unreachable objectives.  
SRVUSD mentors were responsible for assisting new teachers in gathering 
documentation and evidence to support their Inquiry Action Plans. This document 
assisted them in developing, organizing, and reflecting on in-depth forms of authentic 
assessment based on topics of interest to the beginning teacher. This becomes part of the 
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 evidence that is gathered for the PTs’ portfolio. The portfolio gathers evidence (data) 
over the two year BTSA Induction experience, and if done in a meaningful way, can be a 
useful tool for teachers as they move into the ranks of tenured school faculty.  
Additional findings illustrated the importance of ongoing collaboration between 
mentors and PTs, while at the same time assisting PTs in developing networks of support 
for curriculum and instructional design, promoting leadership and professional growth, 
and implementing the early program modifications SRVUSD initiated before the 
mandates of SB 1209. These factors led to the success of the induction process for 
SRVUSD’s PTs and, in addition, created a community of educators that focused on the 
students’ achievement and teachers’ classroom success.   
Findings regarding the participants’ perceptions of the effectiveness of the 
program indicated a high level of satisfaction with the current model used by the distinct. 
A majority of those who met with the researcher were satisfied with the level of mentor 
support, as well as early modifications which streamlined the program prior to SB 1209, 
and the reduction in the number of required meetings/trainings PTs attended throughout 
the year. Program changes which reduced the duplication of SB 2042 pre-service 
credential course work were positively viewed by beginning teachers. SRVUSD’s BTSA 
Induction program was highly successful. Beginning teachers and mentors fortunate 
enough to work in the district were able to ensure that their colleagues cared for, and 
about them, creating opportunities for ongoing success, not only for new teachers, but for 
their students as well. Susan, an elementary teacher, summed it up: “I really felt cared 
about. That’s so important, even for our students. They need to feel cared about. I needed 
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 to feel cared about coming to a big new district and I did. That’s why I think it’s 
successful” (Taylor, 2009). 
Implications of the Study 
The implications of this study were important if school districts want to prevent 
beginning educators from leaving the teaching profession during the first five years of 
their careers. It was the researcher’s opinion, based on the findings of the study, that 
induction works best when participants view the program as useful and authentic. It must 
be job-embedded and relate directly to what is occurring in the classroom on a daily 
basis.  
SRVUSD developed a successful induction model of they which they should be 
proud. They have maintained a high level of new teacher retention because they 
understood that professional development “…wasn’t just a workshop we did in addition 
to BTSA. It was the best professional development because we were making little 
professional learning communities one-on-one” (Mentor Mary, 2009). Creating 
professional learning communities lessens the chance that beginning teachers experience 
unwarranted levels of isolation, something that added to the stress of transitioning from 
pre-service training to on the job performance.  
Findings from this study were evidence that collegiality and collaboration were 
essential in supporting not only beginning teachers, but for veteran teachers as well. 
Literature from Jarzabowski (2002) and Ingersol (2001) reinforced the concepts of team 
work and community building when participants develop positive peer relationships. The 
researcher believed that induction was essential, because when done correctly it worked. 
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 SRVUSD’s BTSA Induction program was highly successful because they designed a 
program that met the needs of their new teachers by providing the necessary support. 
Studies by Darling-Hammond & Bransford (2005), Moir (2003), Smith & 
Ingersol (2004), Strong (2004), and Escandon (2007) indicated the successful retention 
rates of new teachers when supported with feedback from experienced mentors. While at 
the same time they were participating in on-going formative assessment and professional 
activities. In SRVUSD relationships which developed between beginning teachers and 
their more experienced mentors (veteran teachers), were crucial to the success of the 
induction process. Mentor teacher, Sandy, stated:  
Sometimes I want to say the program is only as good as your mentor because I 
think it’s a two-way thing. It’s not just the PT who knows how to take advantage 
of the mentor; it’s the mentor who has to know how to make themselves 
available. (Taylor, 2009) 
 
Consistent themes emerged throughout the dialogues which indicated the 
relationship between beginning teachers and their mentors was a major factor in 
SRVUSD’s success in teacher retention. The following quotes are representative of these 
themes: 
(Susan, teacher): My mentor really helped me with the procedures of San Ramon 
Valley because I came from a charter school. There was a lot of paperwork and 
things so she really, I think, she differentiated for me because I felt good on 
content. So she really like held my hand on all the procedures and all the 
paperwork. So that really helped me. (Taylor, 2009) 
 
 (Joyce, teacher): I think what has really been beneficial for this program that was 
different from the program I did last year is that my mentor is onsite. So we had 
weekly meetings that we set up but if I had a question or just needed to bounce 
something off of someone, she was much easier to get a hold of. I can just walk 
around the hallway. (Taylor, 2009) 
 
 (Judy, teacher): So you hear these horror stories about how horrible BTSA is and 
these induction programs. I kind of came in with almost like a jaded view of what 
I was going to have to experience. Not that I minded the first year but I kind of 
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 thought, “Okay this is what people were talking about.” This year was definitely 
more effective. I felt like from the beginning of the school year to the end, I mean 
I already thought I was a good teacher but I think I have excelled in areas. Now I 
really feel like I’m a good teacher. (Taylor, 2009) 
 
(Gail, mentor): Sometimes I meet with just the mentors like a cluster of them at 
lunch. “Everybody bring your portfolio. We can talk.” I write them an email every 
week telling them kind of what I’m doing with my teachers, what’s up in the 
world. I send them my schedule so they know, “Hey she’s at Quail Run Tuesday. 
Gail, when you’re at Quail Run would you drop by my room?” I’d say, “Sure.” 
That support structure is, I think, the key to the success. I think if you have a 
mixed model, you have to have support or the inequities become too large. 
(Taylor, 2009) 
  
 
Futernick’s (2007), research with California’s public schools related to what 
“influences teachers’ decisions to leave or stay in the teaching profession” had 
implications for this research. Futernick (2007) further reiterated that “returning teachers 
spoke of the value of positive peer relationships indicating collegiality was the most 
important factor in preventing attrition.” SRVUSD created professional learning 
communities that exemplified the best of what induction can offer their newest 
colleagues. Job-embedded peer support from veteran teachers was one of the biggest 
changes made in their program. All 12 participants in this study indicated a positive 
perception that this was one of the most successful areas of their BTSA experience. 
“Healthy learning communities of collaborative leaders and learners” (Krisko, 2001) 
were created when collegial relationships were established throughout school sites and 
the district. Implications were that induction programs flourished when the wisdom of 
more experienced mentors was valued and utilized in the process of supporting new 
teachers.  
If California’s BTSA program was to strive for the same level of success that 
SRVUSD achieved in their induction experience, then districts and consortiums must 
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 address the complaints and concerns of participating teachers. Creating professional 
development that was on-going and formative (coaching and feedback) in its model of 
support and guidance for teachers fresh from their pre-service training, would only be 
successful if they address the issues of (a) access to job-embedded mentor support who 
are available in and out of the classroom (b) streamlining required paperwork and data 
collection, (c) duplication of pre-service course work and BTSA requirements, and (d) 
creating opportunities for leadership development that provided risk-taking within a safe 
environment for veteran teachers as well as for beginning teachers. Judy, an elementary 
teacher, stated:  
So you hear these horror stories about how horrible BTSA is and these 
induction programs. I kind of came in with almost like a jaded view of 
what I was going to have to experience. Not that I minded the first year 
but I kind of thought, “Okay this is what people were talking about.” 
(Taylor, 2009)  
 
       Judy’s comment was representative of PTs’ perceptions of BTSA before actually 
experiencing SRVUSD’s program. Her beliefs were typical of the comments and feelings 
communicated to the researcher by recent university graduates where she taught.   
Sandy, mentor, further stated:  
I worked with a teacher at Dougherty Valley High and he was from LA. 
He interned in LA. He said, “I was so dreading this. This was going to be 
poking my eyes out with a stick. But it hasn’t been that way and I can’t 
understand where all that negativity came from. It just hasn’t been that 
way. It’s been like the best resource.” The mentors have access to so much 
more than just curriculum. (Taylor, 2009) 
 
In 2007 SB 1209 mandated revisions to California’s BTSA Induction program 
and districts and consortiums. The implications were clear: modifications to the program 
must occur by the fall of 2009. More of the same type of past professional development 
was not what the norm became. Programs that emulated what SRVUSD created would be 
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 successful in providing a professional learning environment for beginning teachers that 
enhanced and developed their skills as educators. 
This research was both important and significant since it provided important 
findings for the San Ramon Valley School District (SRVUSD) as to whether their 
program was, or was not, successfully meeting the mandates set forth in Senate Bill 1209. 
It expressed insights of the 2007-2009 BTSA Induction participating teachers and 
mentors as to their perceptions of the effectiveness of the changes in the program.       
SRVUSD was ready for outside feedback not connected to state administered 
program quality reviews or self-administered surveys and interviews. This research was 
useful when the district was involved in reviewing the efficacy of induction for their 
beginning teachers. They wanted additional qualitative data from mentors and 
participating teachers alike to add to their findings. 
Mentoring beginning teachers increased teacher retention and mentored teachers 
stay in the profession far longer than their unmentored colleagues (Smith and Ingersoll, 
2004; Strong 2004). Mentoring beginning teachers also improved student outcomes in 
beginning teachers’ classes (Strong, 2006). Thoughtful mentoring helped to establish 
collegiality and a sense of professionalism among all teachers and instilled life-long 
habits of reflection on practice (Moir and Gless, 2006; Barrett and Fletcher, 2003). 
Beginning teachers who had proficient mentors showed increased efficacy as problem 
solvers and decision makers themselves (Lipton, Wellman, and Humbard, 2003). Since 
teachers tend to develop and improve their skills over time, an effective mentoring 
program should be part of the first years of a new teacher’s professional life.  
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 Recommendations for Professional Practices 
After interviewing 12 participants from SRVUSD’s BTSA Induction program, the 
researcher’s findings indicated that successful induction programs for beginning teachers 
were those which provided a high level of continual professional support and guidance 
through the use of job-embedded, formative assessment strategies. SRVUSD’s program 
should be a model for others to emulate. Theirs was one that could serve as a road map 
for districts and BTSA consortiums who were in the process of revision and modification.  
During the 2009-2010 school year SRVUSD coordinated its mentor training with 
two neighboring districts so that they could continue to provide extensive support and 
feedback to beginning mentors. This form of ongoing guidance assisted new mentors in 
developing the requisite skills needed to benefit first and second year teachers. When 
funding resources were reduced by the state for the 2009-2010 school year, districts 
would need to find creative ways to continue to support and develop mentor teachers’ 
skills and abilities. Pooling resources with other districts would be a way to maintain the 
high quality of professional development for mentors.  
SRVUSD should continue the use of the site liaison model whereby the full time 
mentors not only support new teachers assigned to them, but support site administrators 
and part time mentors at local school sites. This model created a hierarchical scaffold that 
provided the foundation for success by ensuring all involved with the program were 
supporting beginning teachers. If financial resources for BTSA Induction continued its 
downward trend throughout the state over the next few years, SRVUSD would need to be 
creative in using all of its available funding to achieve maximum results. By coordinating 
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 with other districts in the area, they would be able to maintain many of their current 
programs and opportunities for professional development.  
Additionally, SRVUSD BTSA leadership was working closely with institutions of 
higher education (regional colleges and universities) to minimize the duplication of 
course requirements for recent graduates. A document was developed that would bridge 
the transition from pre-service training to induction design so that beginning teachers 
would see BTSA as an enhancement to any prior knowledge they bring with them into 
the classroom. Universities using such a document with students about to exit credential 
programs, found this to be a valuable tool for students in initiating a dialogue between 
their mentor and themselves. Finally, institutions of higher learning invited local BTSA 
program coordinators to speak with student teachers as they prepared to complete the 
requirements for their Preliminary Credentials. This assisted with creating a seamless 
transition between pre-service programs and BTSA Induction.  
Recommendations for Future Research 
The future of BTSA Induction in SRVUSD depended upon the availability of 
annual funding from Sacramento. With California’s current budget crisis affecting every 
facet of public education (K-12) funding, it remained to be seen how the district managed 
to maintain the existing level of new teacher support. Induction was a mandated 
requirement for all SB 2042 credentialed teachers when clearing their Preliminary 
Credential by converting it to a Professional Clear. Without induction teachers would be 
caught between “a rock and a hard place” when their five year Preliminary Credential 
expired. Therefore, the researcher believed induction programs would continue to exist so 
that California can produce highly qualified teachers as defined by the Federal 
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 Government’s NCLB legislation. However, the level of support may diminish since there 
could be fewer mentors available to provide the type of collegial connection and 
guidance currently assisting beginning teachers. Of course, if there are fewer new 
teachers in school districts in the coming years, then the present level of funding may 
suffice until such time that additional funding is able to restore the program to its 
previous levels of support. 
 At the time interviews were conducted for this study, two of the existing full time 
mentors were re-assigned back to the classroom for the 2009-2010 school year. 
Indications were that the leadership of the program hoped to maintain the current level of 
job-embedded classroom support, but may have had difficulty doing so. Full time 
mentors may see an increase in the number of PTs they were responsible for supporting. 
The district may need to add additional PTs to the work load of part time mentors, so they 
would become responsible for their support. The quality and level of induction support 
will be adjusted, but how so remains undecided. SRVUSD was committed to providing 
their teachers (new and veteran) with continuing opportunities for professional 
development. Doing so with fewer resources may be a challenge in the upcoming school 
years. Staff release days, conference attendance, or the shadowing of mentors (those who 
agree to have someone join them for a day) may become a thing of the past. BTSA 
leadership in the district believes that change is inevitable and so adapting their program 
is imperative in order to survive in the future.  
Because of the recent mandates in SB 1209, further studies must investigate the 
effectiveness of revised BTSA Induction programs throughout California. SRVUSD is a 
model that all districts and consortia might replicate. The New Teacher Center (NTC) 
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 worked closely with SRVUSD as refinements were made to new teacher training and 
support. The district’s assessment model of using an Inquiry Action Plan approach 
(Appendix L) as a goal setting device for new teachers, was a document that could be 
shared with other BTSA programs. School districts and BTSA consortia that resist the 
mandated changes in SB 1209 will continue to subject their new teachers to endless 
amounts of paperwork, pointless after school/weekend meetings, duplication of their pre-
service programs, and training sessions that may not meet the actual classroom needs of 
teachers. These are just three of the areas highlighted in the 2007 Technical Report 
published by UC Riverside/Rand Corporation. SRVUSD forged a new direction for its 
induction program, and from information gathered through dialogues with the researcher, 
it was clear that these changes have been very effective. All of the eight teachers (PTs) 
and four mentors interviewed for this study indicated a high level of satisfaction with the 
direction the program has taken over the past two years. They were hopeful that 
SRVUSD would be able to maintain its current level of support even with fewer mentors 
and decreased state funding for program requirements.  
Jason, a high school teacher, stated: 
When I think about these programs, I’m curious about how local forming schools 
would implement this program. It feels like in a district like this where we can 
afford to have teachers on special assignment that can run this program; they’re 
really on top of it. I think they do a great job there, too. They’re not demanding of 
the teachers. They’re very available and they’re very thorough with what they do. 
I don’t know how the LA Unified would run this program. I don’t know how 
Oakland Unified would implement this program. It would seem that that would be 
an easy place to shortcut and to take funds. I don’t know. (Taylor, 2009) 
  
It is the researcher’s hope that this study is beneficial to other districts and 
consortiums involved in BTSA Induction throughout California. The results of 
SRVUSD’s program clearly indicated a high level of success that was measured using a 
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 variety of resources (individual dialogues with the researcher, statistical data, and review 
of the literature). Maintaining the district’s current program over the next few years with 
fewer financial and personnel resources will be a challenge. In summation, the 
coordinator of the program said it best: “We have never just maintained. We have always 
changed. In fact, I tease the mentors and say, this is the Gumby school of BTSA. If you 
don’t like change, this is not a good fit” (Mary – mentor). 
Concluding Thoughts 
This was a fascinating study to undertake since it involved researching a program 
in which newly hired California teachers were required to participate. When completing 
BTSA Induction they become “highly qualified” by receiving their Professional Clear 
Credential. As educators, we should never decline an opportunity for furthering our 
professional growth. It was possible for BTSA Induction to accomplish what it was 
designed to do: providing a seamless transition between university pre-service programs 
and meeting the classroom needs of first and second year teachers. The program in 
SRVUSD was an excellent example of striving to meet the ongoing needs of their new 
teachers by listening to feedback from mentors and participating teachers. The researcher 
was grateful for the invitation to study the district’s induction program and in providing 
open access to their schools and teachers.   
In conclusion, a great deal of thanks must be given to all of the mentors, 
participating second year teachers, and the district’s BTSA Induction coordinator, Lydia 
Schneider for inviting me to study their program. It was an enjoyable journey where the 
researcher learned a great deal that will be valuable when working with her own student 
teachers who participate in BTSA Induction once they have been hired by a California 
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school district. Hopefully, they will be fortunate enough to have a program that meets the 
standards set forth in SB 1209 just as SRVUSD has done. 
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 Appendix A 
Induction Program Standards 
August 2008 Program Standards 6 
 
Category A: Programs Exhibit Effective Design Principles 
 
Program Standard 1: Program Rationale and Design 
The induction program incorporates a purposeful, logically sequenced structure of 
extended preparation and professional development that prepares participating teachers to 
meet the academic learning needs of all P-12 students and retain high quality teachers. 
The design is responsive to individual teacher's needs, and is consistent with Education 
Code. It is relevant to the contemporary conditions of teaching and learning and provides 
for coordination of the administrative components of the program such as admission, 
advisement, participant support and assessment, support provider preparation, and 
program evaluation. 
 
The program design provides systematic opportunities for the application and 
demonstration of the pedagogical knowledge and skills acquired in the preliminary 
credential program. The program design includes intensive individualized support and 
assistance to each participant, collaborative experiences with colleagues and resource 
personnel, and an inquiry-based formative assessment system that is built upon the 
California Standards for the Teaching Profession. The induction program collaborates 
with P-12 organizations to integrate induction program activities with district and partner 
organizations’ professional development efforts. 
 
Program Standard 2: Communication and Collaboration 
The induction program articulates with preliminary teacher preparation programs and P-
12 organizations in order to facilitate the transition from teacher preparation to induction 
and build upon and provide opportunities for demonstration and application of the 
pedagogical knowledge and skills acquired in the preliminary credential program. 
The induction program collaborates regularly with partner school district personnel. 
These may include: human resource professionals for identification, eligibility, 
requirements for participation, and completion; educational services personnel regarding 
curricular and instructional priorities; and site administrators for site support of the 
candidate and the program. 
 
Collaboration between the induction program and administrators establishes a 
professional, educational community, ensuring structures that support the activities of 
induction and coordinating additional site/district professional development 
opportunities. Programs offer professional development for site administrators that 
emphasizes the importance of new teacher development, identifies working conditions 
that optimizes participating teachers’ success and implementing effective steps to 
ameliorate or overcome challenging aspects of teachers’ work environments, and the 
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 foundations and processes of induction, in order to effectively transition the new teacher 
from induction to the role of professional educator. 
 
 
Program Standard 3: Support Providers and Professional Development Providers 
The induction program selects, prepares, and assigns support providers and professional 
development providers using well-defined criteria consistent with the provider’s assigned 
responsibilities in the program. Consistent with assigned responsibilities, program 
providers receive initial and ongoing professional development to ensure that they are 
knowledgeable about the program and skilled in their roles. Support provider training 
includes the development of knowledge and skills of mentoring, the California Standards 
for the Teaching Profession, Effective Teaching Standards. 
 
(Category B of the Induction Program Standards), as well as the appropriate use of the 
instruments and processes of formative assessment systems. 
The program has defined criteria for assigning support providers to participating teachers 
in a timely manner. Clear procedures are established for reassignments when either the 
participating teacher or support provider is dissatisfied with the pairing. 
The program regularly assesses the quality of services provided by support providers to 
participating teachers and evaluates the performance of professional development 
providers using well-established criteria. The program leader(s) provides formative 
feedback to support providers and professional development providers on their work, 
retaining only those who meet the established criteria. 
 
Program Standard 4: Formative Assessment System 
The induction program utilizes a formative assessment system to support and inform 
participating teachers about their professional growth as they reflect and improve upon 
their teaching as part of a continuous improvement cycle. Formative assessment guides 
the work of support providers and professional development providers as well as 
promotes and develops professional norms of inquiry, collaboration, data-driven 
dialogue, and reflection to improve student learning. The program’s inquiry-based 
formative assessment system, characterized by a plan, teach, reflect and apply cycle, has 
three essential components: standards, evidence of practice, and criteria. 
 
The formative assessment processes, designed to improve teaching practice, are based on 
The California Standards for the Teaching Profession (CSTP) and in alignment with the 
P-12 academic content standards. Evidence of practice includes multiple measures such 
as self-assessment, observation, analyzing student work, and planning and delivering 
instruction. An assessment tool identifying multiple levels of teaching performance is 
used as a measure of teaching practice. Reflection on evidence of practice is a 
collaborative process with a prepared support provider and/or other colleagues as 
designated by the induction program. 
 
Participating teachers and support providers collaborate to develop professional goals (an 
Individual Induction Plan) based on the teacher’s assignment, identified developmental 
needs, prior preparation and experiences, including the Teaching Performance 
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 Assessment (TPA) results, when possible. The Individual Induction Plan (IIP) guides the 
activities to support growth and improvement of professional practice in at least one 
content area of focus. The Individual Induction Plan (IIP) is a working document, and is 
periodically revisited for reflection and updating. 
 
Category B: Programs Provide Opportunities for 
Participants to Demonstrate Effective Teaching 
 
Program Standard 5: Pedagogy 
Participating teachers grow and improve in their ability to reflect upon and apply the 
California Standards for the Teaching Profession and the specific pedagogical skills for 
subject Matter instruction beyond what was demonstrated for the preliminary credential. 
They utilize the adopted academic content standards and performance levels for students, 
curriculum frameworks, and instructional materials in the context of their teaching 
assignment. Participating teachers use and interpret student assessment data from 
multiple measures for entry level, progress monitoring, and summative assessments of 
student academic performance to inform instruction. They plan and differentiate 
instruction using multi-tiered interventions as appropriate based on the assessed 
individual, academic language and literacy, and diverse learning needs of the full range 
of learners (e.g. struggling readers, students with special needs, English learners, speakers 
of non-standard English, and advanced learners). 
 
To maximize learning, participating teachers create and maintain well-managed 
classrooms that foster students’ physical, cognitive, emotional and social well-being. 
They develop safe, inclusive, and healthy learning environments that promote respect, 
value differences, and mediate conflicts according to state laws and local protocol. 
 
Participating teachers are fluent, critical users of technological resources and use 
available technology to assess, plan, and deliver instruction so all students can learn. 
Participating teachers enable students to use technology to advance their learning. Local 
district technology policies are followed by participating teachers when implementing 
strategies to maximize student learning and awareness around privacy, security, and 
safety. 
 
Program Standard 6: Universal Access: Equity for all Students 
Participating teachers protect and support all students by designing and implementing 
equitable and inclusive learning environments. They maximize academic achievement for 
students from all ethnic, race, socio-economic, cultural, academic, and linguistic or 
family background; gender, gender identity, and sexual orientation; students with 
disabilities and advanced learners; and students with a combination of special 
instructional needs. When planning and delivering instruction, participating teachers 
examine and strive to minimize bias in classrooms, schools and larger educational 
systems while using culturally responsive pedagogical practices. 
 
Participating teachers use a variety of resources (including technology-related tools, 
interpreters, etc.) to collaborate and communicate with students, colleagues, resource 
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personnel and families to provide the full range of learners’ equitable access to the state-
adopted academic content standards. 
 
a) Teaching English Learners 
To ensure academic achievement and language proficiency for English Learners, 
participating teachers adhere to legal and ethical obligations for teaching English 
Learners including the identification, referral and re-designation processes. Participating 
teachers implement district policies regarding primary language support services for 
students. Participating teachers plan instruction for English Learners based on the 
students’ levels of proficiency and literacy in English and primary language as assessed 
by multiple measures such as the California English Language Development Test 
(CELDT), the California Standards Test (CST), and local assessments. Based on teaching 
assignment and the adopted language program instructional model(s), participating 
teachers implement one or more of the components of English Language 
Development (ELD): grade-level academic language instruction, ELD by proficiency 
level, and/or content-based ELD. Participating teachers instruct English learners using 
adopted standards-aligned instructional materials. Participating teachers differentiate 
instruction based upon their students’ primary language and proficiency levels in English 
considering the students’ culture, level of acculturation, and prior schooling. 
 
b) Teaching Special Populations 
To ensure academic achievement for special populations, participating teachers adhere to 
their legal and ethical obligations relative to the full range of special populations 
(students identified for special education, students with disabilities, advanced learners 
and students with a combination of special instructional needs) including the 
identification and referral process of students for special services. Participating teachers 
implement district policies regarding support services for special populations. 
Participating teachers communicate and collaborate with special services personnel to 
ensure that instruction and support services for special populations are provided 
according to the students’ assessed levels of academic, behavioral and social needs. 
Based on assessed student needs, participating teachers provide accommodations and 
implement modifications. Participating teachers recognize student strengths and needs, 
use positive behavioral support strategies, and employ a strengths-based approach to meet 
the needs of all students, including the full range of special populations. 
Participating teachers instruct special populations using adopted standards-aligned 
instructional materials and resources (e.g., varying curriculum depth and complexity, 
managing paraeducators, using assistive and other technologies). 
 Appendix B 
California Standards for the Teaching Profession (CSTP) 
 
1. Engage and Support All Students in Learning by: 
 
Teachers build on students' prior knowledge, life experience, and interests 
to achieve learning goals for all students. Teachers use a variety of 
instructional strategies and resources that respond to students' diverse 
needs. Teachers facilitate challenging learning experiences for all students 
in environments that promote autonomy, interaction and choice. Teachers 
actively engage all students in problem solving and critical thinking within 
and across subject Matter areas. Concepts and skills are taught in ways 
that encourage students to apply them in real-life contexts that make 
subject Matter meaningful. Teachers assist all students to become self-
directed learners who are able to demonstrate, articulate, and evaluate 
what they learn. 
 
2. Create and Maintain an Effective Environment for Student Learning by: 
 
Teachers create physical environments that engage all students in 
purposeful learning activities and encourage constructive interactions 
among students. Teachers maintain safe learning environments in which 
all students are treated fairly and respectfully as they assume responsibility 
for themselves and one another. Teachers encourage all students to 
participate in making decisions and in working independently and 
collaboratively. Expectations for student behavior are established early, 
clearly understood, and consistently maintained. Teachers make effective 
use of instructional time as they implement class procedures and routines. 
 
3. Understand and Organize Subject for Student Learning by: 
 
Teachers exhibit strong working knowledge of subject and student development. 
Teachers organize curriculum to facilitate students' understanding of the central 
themes, concepts, and skills in the subject area. Teachers interrelate ideas and 
information within and across curricular areas to extend students' understanding. 
Teachers use their knowledge of student development, subject, instructional 
resources and teaching strategies to make subject accessible to all students. 
 
4. Plan Instruction and Design Learning Experiences for All Students by: 
 
Teachers plan instruction that draws on and values students' backgrounds, 
prior knowledge, and interests. Teachers establish challenging learning 
goals for all students based on student experience, language, development, 
150 
 151 
and home and school expectations. Teachers sequence curriculum and 
design long-term and short-range plans that incorporate subject 
knowledge, reflect grade-level curriculum expectations, and include a 
repertoire of instructional strategies. Teachers use instructional activities 
that promote learning goals and connect with student experiences and 
interests. Teachers modify and adjust instructional plans according to 
student engagement and achievement. 
 
5. Assess Student Learning by: 
 
Teachers establish and clearly communicate learning goals for all students. 
Teachers collect information about student performance from a variety of 
sources. Teachers involve all students in assessing their own learning. 
Teachers use information from a variety of ongoing assessments to plan 
and adjust learning opportunities that promote academic achievement and 
personal growth for all students. Teachers exchange information about 
student learning with students, families, and support personnel in ways 
that improve understanding and encourage further academic progress. 
 
6. Develop as a Professional Educator by: 
 
Teachers reflect on their teaching practice and actively engage in planning 
their professional development. Teachers establish professional learning 
goals, pursue opportunities to develop professional knowledge and skill, 
and participate in the extended professional community. Teachers learn 
about and work with local com-munities to improve their professional 
practice. Teachers communicate effectively with families and involve 
them in student learning and the school community. Teachers contribute to 
school activities, promote school goals and improve professional practice 
by working collegially with all school staff. Teachers balance professional 
responsibilities and maintain motivation and commitment to all students. 
 Appendix C 
CalTPA Assessments 
 
The four CalTPA assessments: 
 
1. Subject-specific Pedagogy: 
 
This task assesses the candidate’s ability to understand how information about 
a class is used to:  Prepare instruction for particular subjects and content areas and 
develop and adapt student assessment plans based on the content. 
TPEs addressed within this Task: 
TPE 1: Making subject comprehensible to students 
TPE 2: Assessing student learning 
TPEs 4, 6, 7: Engaging and supporting students in learning 
2. Designing Instruction: 
This task assesses the candidate’s ability to identify the links between students’ 
characteristics and their learning needs, and to: plan instruction for an actual class of K-
12 students, including developing and adapting instruction for English learners and for 
students with other instructional challenges reflect on the connections between student 
characteristics and instructional planning. 
TPEs Addressed Within This Task: 
 
TPE 1: Making subject comprehensible to students 
TPEs 4, 6, 7: Engaging and supporting students in learning 
TPEs 8, 9: Planning instruction and designing learning experiences for students 
TPE 13: Developing as a professional educator 
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3. Assessing Learning: 
 
This task assesses the candidate’s ability to assess students’ learning. The candidate: 
plans student assessment activities based on the learning goals administers student 
assessments to evaluate student learning adapts the assessments for English learners and 
for students with other instructional challenges analyzes and uses assessment results to 
plan instruction reflects on assessment implementation and the connection to student 
learning. 
TPEs Addressed Within This Task: 
 
TPE 3: Assessing student learning 
TPEs 6, 7: Engaging and supporting students in learning 
TPEs 8, 9: Planning instruction and designing learning experiences for students 
TPE 13: Developing as a professional educator 
4. Culminating Teaching Experience: 
 
This task assesses the candidate’s ability to integrate the strands of the previous three 
tasks. The candidate: learns about students and plans student instruction and assessment 
activities based on the learning goals. Adapts the plans and assessments for English 
learners and for students with other instructional challenges. Teaches the lesson and 
administers the assessments; analyzes and uses instruction and assessment results to plan 
further instruction. Reflects on the lesson, the classroom instruction, the learning results, 
and on his/her effectiveness as a teacher. 
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TPEs Addressed Within This Task:  
 
TPE 1: Making subject comprehensible to students 
TPEs 2, 3: Assessing student learning 
TPEs 4, 5, 6, 7: Engaging and supporting students in learning 
TPEs 8, 9: Planning instruction and designing learning experiences for students 
TPEs 10, 11: Creating and maintaining effective environments for student 
learning 
TPE 13: Developing as a professional educator  
 
(http://www.ctc.ca.gov/educator-prep/TPA-files/CalTPA-general-info.pdf) 
 
 Appendix D 
Developmental Phases 
 
Santa Cruz New Teacher Project  
Phases of New Teacher Development 
First-year teaching is a difficult challenge. Equally challenging is figuring out ways to 
support and assist beginning teachers as they enter the profession. Since 1988 the Santa 
Cruz New Teacher Project has been working to support the efforts of new teachers. After 
supporting nearly 1,500 new teachers, a number of developmental phases have been 
noted. While not every new teacher goes through this exact sequence, these phases are 
very useful in helping everyone involved -- administrators, other support personnel, and 
teacher education faculty--in the process of supporting new teachers. These teachers 
move through several phases from anticipation, to survival, to disillusionment, to 
rejuvenation, to reflection; then back to anticipation. Here's a look at the stages through 
which new teachers move during that crucial first year. New teacher quotations are taken 
from journal entries and end-of-the-year program evaluations. 
ANTICIPATION PHASE 
The anticipation phase begins during the student teaching portion of pre-service 
preparation. The closer student teachers get to completing their assignment, the more 
excited and anxious they become about their first teaching position. They tend to 
romanticize the role of the teacher and the position. New teachers enter with a 
tremendous commitment to making a difference and a somewhat idealistic view of how 
to accomplish their goals. "I was elated to get the job but terrified about going from the 
simulated experience of student teaching to being the person completely in charge." This 
feeling of excitement carries new teachers through the first few weeks of school. 
SURVIVAL PHASE 
The first month of school is very overwhelming for new teachers. They are learning a lot 
and at a very rapid pace. Beginning teachers are instantly bombarded with a variety of 
problems and situations they had not anticipated. Despite teacher preparation programs, 
new teachers are caught off guard by the realities of teaching. "I thought I'd be busy, 
something like student teaching, but this is crazy. I'm feeling like I'm constantly running. 
It's hard to focus on other aspects of my life." 
During the survival phase, most new teachers struggle to keep their heads above water. 
They become very focused and consumed with the day-to-day routine of teaching. There 
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 is little time to stop and reflect on their experiences. It is not uncommon for new teachers 
to spend up to seventy hours a week on schoolwork. 
Particularly overwhelming is the constant need to develop curriculum. Veteran teachers 
routinely reuse excellent lessons and units from the past. New teachers, still uncertain of 
what will really work, must develop their lessons for the first time. Even depending on 
unfamiliar prepared curriculum such as textbooks is enormously time consuming. 
"I thought there would be more time to get everything done. It's like working three jobs: 
7:30-2:30, 2:30-6:00, with more time spent in the evening and on weekends." Although 
tired and surprised by the amount of work, first-year teachers usually maintain a 
tremendous amount of energy and commitment during the survival phase, harboring hope 
that soon the turmoil will subside. 
DISILLUSIONMENT PHASE 
After six to eight weeks of nonstop work and stress, new teachers enter the 
disillusionment phase. The intensity and length of the phase varies among new teachers. 
The extensive time commitment, the realization that things are probably not going as 
smoothly as they want, and low morale contribute to this period of disenchantment. New 
teachers begin questioning both their commitment and their competence. Many new 
teachers get sick during this phase. 
Compounding an already difficult situation is the fact that new teachers are confronted 
with several new events during this time frame. They are faced with back-to-school night, 
parent conferences, and their first formal evaluation by the site administrator. Each of 
these important milestones places an already vulnerable individual in a very stressful 
situation. 
Back-to-school night means giving a speech to parents about plans for the year that are 
most likely still unclear in the new teacher's mind. Some parents are uneasy when they 
realize the teacher is just beginning and many times pose questions or make demands that 
intimidate a new teacher. 
Parent conferences require new teachers to be highly organized, articulate, and tactful and 
prepared to confer with parents about each student’s progress. This type of 
communication with parents can be awkward and difficult for a beginning teacher. New 
teachers generally begin with the idea that parents are partners in the learning process and 
are not prepared for parents' concerns or criticisms. These criticisms hit new teachers at a 
time of waning self-esteem. 
This is also the first time that new teachers are formally evaluated by their principal. 
They are, for the most part, uncertain about the process itself and anxious about their own 
competence and ability to perform. Developing and presenting a "showpiece" lesson is 
time-consuming and stressful. 
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 During the disillusionment phase classroom management is a major source of distress. "I 
thought I'd be focusing more on curriculum and less on classroom management and 
discipline. I'm stressed because I have some very problematic students who are low 
academically, and I think about them every second my eyes are open." 
At this point, the accumulated stress of the first-year teacher, coupled with months of 
excessive time allotted to teaching, often brings complaints from family members and 
friends. This is a very difficult and challenging phase for new entries into the profession. 
They express self-doubt, have lower self-esteem and question their professional 
commitment. In fact, getting through this phase may be the toughest challenge they face 
as a new teacher. 
REJUVENATION 
The rejuvenation phase is characterized by a slow rise in the new teacher's attitude toward 
teaching. It generally begins in January. Having a winter break makes a tremendous 
difference for new teachers. It allows them to resume a more normal lifestyle, with plenty 
of rest, food, exercise, and time for family and friends. This vacation is the first 
opportunity that new teachers have for organizing materials and planning curriculum. It is 
a time for them to sort through materials that have accumulated and prepare new ones. 
This breath of fresh air gives novice teachers a broader perspective with renewed hope. 
They seem ready to put past problems behind them. A better understanding of the system, 
an acceptance of the realities of teaching, and a sense of accomplishment help to 
rejuvenate new teachers. Through their experiences in the first half of the year, beginning 
teachers gain new coping strategies and skills to prevent, reduce, or manage many 
problems they are likely to encounter in the second half of the year. Many feel a great 
sense of relief that they have made it through the first half of the year. During this phase, 
new teachers focus on curriculum development, long-term planning and teaching 
strategies. 
"I'm really excited about my story writing center, although the organization of it has at 
times been haphazard. Story writing has definitely revived my journals." The 
rejuvenation phase tends to last into spring with many ups and downs along the way. 
Toward the end of this phase, new teachers begin to raise concerns about whether they 
can get everything done prior to the end of school. They also wonder how their students 
will do on the tests, questioning once again their own effectiveness as teachers. "I'm 
fearful of these big tests. Can you be fired if your kids do poorly? I don't know enough 
about them to know what I haven't taught, and I'm sure it's a lot." 
REFLECTION 
The reflection phase beginning in May is a particularly invigorating time for first-year 
teachers. Reflecting back over the year, they highlight events that were successful and 
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those that were not. They think about the various changes that they plan to make the 
following year in management, curriculum, and teaching strategies. The end is in sight, 
and they have almost made it; but more importantly, a vision emerges as to what their 
second year will look like, which brings them to a new phase of anticipation. "I think that 
for next year I'd like to start the letter puppets earlier in the year to introduce the kids to 
more letters." 
It is critical that we assist new teachers and ease the transition from student teacher to 
full-time professional. Recognizing the phases new teachers go through gives us a 
framework within which we can begin to design support programs to make the first year 
of teaching a more positive experience for our new colleagues. 
  
This article was originally written for publication in the newsletter for the California 
New Teacher Project, published by the California Department of Education (CDE), 
1990. 
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 Appendix G 
Demographic Questionnaires 
 
Researcher Developed Demographic Questionnaire No. 1 
 
Beginning Teacher Support and Assessment (BTSA)/Induction 
Participating Teacher Questionnaire and Consent Form 
2007-2009 School Years 
 
Last name:_____________________________ School County:____________________________ 
First name:________________ M.I. ________ School District:____________________________ 
Home address:__________________________ School Name:_____________________________ 
City, State, Zip:_________________________ School Phone:_____________________________ 
Home phone: (____)_____________________ Gender:   Female   Male   
Email:________________________________ What is your ethnicity? (Choose only ONE): 
 Please leave this space blank    African American or Black 
        Caucasian (not Hispanic) 
        Native American, Alaskan Native 
        Latino (Mexican American, Puerto Rican, Latin 
                         American, or other Hispanic)  
        Pacific Islander, Filipino 
        Asian American 
        Asian  
         
 
1. Where did you receive your Teacher Preparation Program? 
 In California: 
  
  Private institution (campus name):________________________________________ 
 
  CSU (campus name):___________________________________________________ 
 
  UC (campus name):____________________________________________________ 
 
  District intern program (name of program):__________________________________ 
 
 Outside California: Which state?__________      Which country?__________________ 
 
2. Which California credential(s) do you currently hold? 
(Mark ONE in this section):   Ryan Credential   SB2042 
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(Mark ALL that apply in this section):   
   Preliminary Multiple Subject   Preliminary Single Subject 
 
 
3.  What subjects are you assigned to teach this year? (Mark ALL that apply): 
 
  Multiple Subjects (not Special Education): 
  
   Elementary (self contained) 
 
   Middle School (core) 
 
   High School 
 
  Single Subjects: 
 
   Agriculture    Industrial Arts/ROP 
 
   Art     Languages other than English 
 
   Business    English 
      (e.g. computers) 
  
   Health    Mathematics 
 
   Home Economics   Music 
 
   Science    Physical Education & Dance 
 
   Social Science   Other (please specify)_______________________ 
 
4. What grade level(s) are you teaching this year? (Please mark ALL that apply) 
 
   Pre-K       K         1         2         3         4         5         6         7         8   
 
   9      10        11       12       Adults 
  
  
Including the current year, this will be my     1st     2nd    3rd year in the BTSA program.  
 
Reason for participating in the BTSA program: 
 
   I am participating in the BTSA program to earn my Professional Clear Multiple 
  Subject Credential:   Yes    No 
 
   I am participating in the BTSA program to earn my Professional Clear Single 
  Subject Credential:   Yes    No 
 
 
Please make sure you have answered all of the above questions. I assure you that your responses will 
remain confidential and none of your personal demographic data collected on the questionnaire or during 
the interview process will be shared with anyone in your school or school district. All files will be kept 
under lock and key at my home and after five years will be destroyed. All interviewees will be assigned a 
code, so that your name and address will never appear alongside your data or interview. If at any time you 
decide that you would like to withdraw from participating in the interview, you may do so at any time.  
162 
   
Your voluntary participation in filling out this demographic questionnaire will assist me in gathering the 
data I will need to complete my research on the effectiveness of California’s BTSA Induction program as 
teachers transition from their teacher preparation programs and enter the teaching profession. I am most 
grateful for you taking the time to assist me in this project. I will be conducting brief 30-45 interviews with 
selected volunteers. 
 
Please print and then sign your name below to give your consent. Thank you very much. 
 
 
I am volunteering to participate in a 30-45 minute interview:     Yes       No 
 
 
Last name:________________________________ 
 
 
First name:________________________________ 
 
 
Signature:_________________________________ 
 
 
Date:____________________________________ 
 
 
         
Researcher Developed Demographic Questionnaire No 2. 
 
Beginning Teacher Support and Assessment (BTSA)/Induction 
Mentor Teacher Demographic Questionnaire and Consent Form 
2007-2009 School Years 
 
Last name:_____________________________ School County:____________________________ 
First name:________________ M.I. ________ School District:____________________________ 
Home address:__________________________ School Name:_____________________________ 
City, State, Zip:_________________________ School Phone:_____________________________ 
Home phone: (____)_____________________ Gender:   Female   Male   
Email:________________________________ What is your ethnicity? (Choose only ONE): 
 Please leave this space blank    African American or Black 
        Caucasian (not Hispanic) 
        Native American, Alaskan Native 
        Latino (Mexican American, Puerto Rican, Latin 
                         American, or other Hispanic)  
        Pacific Islander, Filipino 
        Asian American 
        Asian  
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1. Where did you receive your Teacher Preparation Program?  
 In California: 
  
  Private institution (campus name):________________________________________ 
 
  CSU (campus name):___________________________________________________ 
 
  UC (campus name):____________________________________________________ 
 
  District intern program (name of program):__________________________________ 
 
 Outside California: Which state?__________      Which country?__________________ 
 
2. Which California credential(s) do you currently hold? 
(Mark ONE in this section):   Ryan Credential   SB2042 
 
(Mark ALL that apply in this section):   
   Preliminary Multiple Subject   Preliminary Single Subject 
 
3.  What subjects are you assigned to teach this year? (Mark ALL that apply): 
 
  Multiple Subjects (not Special Education): 
  
   Elementary (self contained) 
 
   Middle School (core) 
 
   High School 
 
  Single Subjects: 
 
   Agriculture    Industrial Arts/ROP 
 
   Art     Languages other than English 
 
   Business    English 
      (e.g. computers) 
  
   Health    Mathematics 
 
   Home Economics   Music 
 
   Science    Physical Education & Dance 
 
   Social Science   Other (please specify)_______________________ 
 
3. What grade level(s) are you teaching this year? (Please mark ALL that apply) 
 
   Pre-K       K         1         2         3         4         5         6         7         8   
 
   9      10        11       12       Adults 
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Please make sure you have answered all of the above questions. I assure you that your responses will 
remain confidential and none of your personal demographic data collected on this questionnaire or during 
the interview process will be shared with anyone in your school or school district. All files will be kept 
under lock and key at my home and after five years will be destroyed. All interviewees will be assigned a 
code, so that your name and address will never appear alongside your data/interview. If at any time you 
decide that you would like to withdraw from participating in the interview, you may do so at any time.  
  
Your voluntary participation in this demographic collection will assist me in gathering the data I will need 
to complete my research on the effectiveness of California’s BTSA Induction program as teachers 
transition from their teacher preparation programs and enter the teaching profession. I am most grateful for 
you taking the time to assist me in this project. I will be conducting brief 30-45 interviews with selected 
volunteers. 
 
Please print and then sign your name below to give your consent. Thank you very much. 
 
I am volunteering to participate in a 30-45 minute interview:     Yes       No 
 
 
Last name:________________________________ 
 
 
First name:________________________________ 
 
 
Signature:_________________________________ 
 
 
Date:_____________________________________ 
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 Appendix I 
IRBPHS Approval Letter 
 
April 6, 2009 
 
Dear Ms. Taylor:  
 
The Institutional Review Board for the Protection of Human Subjects (IRBPHS) 
at the University of San Francisco (USF) has reviewed your request for human 
subjects approval regarding your study. 
 
Your application has been approved by the committee (IRBPHS #09-012). 
Please note the following: 
 
1. Approval expires twelve (12) months from the dated noted above. At that 
time, if you are still in collecting data from human subjects, you must file 
a renewal application. 
 
2. Any modifications to the research protocol or changes in instrumentation 
(including wording of items) must be communicated to the IRBPHS. 
Re-submission of an application may be required at that time. 
 
3. Any adverse reactions or complications on the part of participants must 
be reported (in writing) to the IRBPHS within ten (10) working days. 
 
If you have any questions, please contact the IRBPHS at (415) 422-6091. 
 
On behalf of the IRBPHS committee, I wish you much success in your research 
 
 
Terence Patterson, Ed.D, ABPP 
Chair, Institutional Review Board for the Protection of Human Subjects 
--------------------------------------------------- 
IRBPHS  University of San Francisco 
Counseling Psychology Department 
Education Building  Room 017 
2130 Fulton Street 
San Francisco, CA 94117-1080 
(415) 422-6091 (Message) 
(415) 422-5528 (Fax) 
irbphs@usfca.edu 
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 Appendix J: 
 
Consent Cover Letter  
(Participating Teachers) 
 
April 2009 
 
Ms. or Mr. Participating Teacher (BTSA) 
San Ramon Valley Unified School District 
699 Old Orchard Rd. 
Danville, CA 994528 
 
Dear Ms. or Mr. Participating Teacher: 
 
My name is Marilys deLong Taylor and I am a graduate student in the Leadership Studies 
Department in the School of Education at the University of San Francisco. I am doing a 
study on the efficacy of SRVUSD’s BTSA Induction program from the perspectives of 
participating teachers and mentors. I am interested in learning about the changes your 
district has made in recent years in developing a program that enhances and continues 
your professional development towards receiving your Clear teaching credential.  
      
Your school district’s Board of Education has given approval to me to conduct this 
research. You are being asked to participate in this research study because you are a 
second year BTSA participant. I obtained your name from the BTSA coordinator’s office 
in the district’s headquarters.  
      
If you agree to be in this study, you will complete the attached questionnaire that asks 
about your cultural and educational backgrounds, what subject(s) you currently teach, 
and other demographic questions relevant to the research I am conducting. I will 
distribute this questionnaire at your spring BTSA meeting. If you are volunteering to 
participate in a 30-45 minute interview to share your perceptions of the district’s BTSA 
program, please fill in and sign the attached consent form.   
      
Participation in research may mean a loss of confidentiality. Study records will be kept as 
confidential as is possible. No individual identities will be used in any reports or 
publications resulting from the study. Study information will be coded and kept in locked 
files at all times. Only study personnel will have access to the files. Individual results will 
not be shared with personnel of your school district. While there will be no direct benefit 
to you from participating in this study, the anticipated benefit of this study is a better 
understanding of the BTSA Induction program in your district. 
      
There will be no costs to you as a result of taking part in this study, nor will you be 
reimbursed for your participation in this study. If you have questions about the research, 
you may contact me at 925.757.5954 or by email at nikkoe@comcast.net. If you have 
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 further questions about the study, you may contact the IRBPHS at the University of San 
Francisco, which is concerned with protection of volunteers in research projects. You 
may reach the IRBPHS office by calling (415) 422-6091 and leaving a voicemail 
message, by e-mailing IRBPHS@usfca.edu, or by writing to the IRBPHS, Department of 
Counseling Psychology, Education Bldg., University of San Francisco, 2130 Fulton 
Street, San Francisco, CA 94117-1080.  
      
PARTICIPATION IN RESEARCH IS VOLUNTARY. You are free to decline to be in 
this study, or to withdraw from it at any point. The San Ramon Valley Unified School 
district is aware of this study but does not require that you participate in this research and 
your decision as to whether or not to participate will have no influence on your present or 
future status as an employee. Thank you for your attention. If you agree to participate, 
please complete the attached questionnaire and consent form and return it to Ms. Lydia 
Schneider, BTSA Coordinator, in the enclosed pre-addressed envelope. 
 
Sincerely, 
 
Marilys deLong Taylor 
Graduate Student,  
University of San Francisco 
 
CONSENT COVER LETTER 
(Mentor Teachers) 
 
April 2009 
Ms. Participating Mentor (BTSA) 
San Ramon Valley Unified School District 
699 Old Orchard Rd. 
Danville, CA 994528 
 
Dear Ms. or Mr. Mentor: 
 
My name is Marilys deLong Taylor and I am a graduate student in the Leadership Studies 
Department in the School of Education at the University of San Francisco. I am doing a 
study on the efficacy of SRVUSD’s BTSA Induction program from the perspectives of 
participating teachers and mentors. I am interested in learning about the changes your 
district has made in recent years in developing a program that enhances and continues 
your professional development in assisting new teachers in receiving their Clear teaching 
credential. Your school district’s Board of Education has given approval to me to conduct 
this research. You are being asked to participate in this research study because you are a 
BTSA Induction mentor teacher. I obtained your name from the BTSA coordinator’s 
office in the district’s headquarters.  
     
 If you agree to be in this study, you will complete the attached questionnaire that asks 
about your cultural and educational backgrounds and other demographic questions 
relevant to the research I am conducting. I will distribute this questionnaire at your spring 
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BTSA meeting. If you are volunteering to participate in a 30-45 minute interview to share 
your perceptions of the district’s BTSA program, please fill in and sign the attached 
consent form.   
      
Participation in research may mean a loss of confidentiality. Study records will be kept as 
confidential as is possible. No individual identities will be used in any reports or 
publications resulting from the study. Study information will be coded and kept in locked 
files at all times. Only study personnel will have access to the files. Individual results will 
not be shared with personnel of your school district. While there will be no direct benefit 
to you from participating in this study, the anticipated benefit of this study is a better 
understanding of the BTSA Induction program in your district. 
      
There will be no costs to you as a result of taking part in this study, nor will you be 
reimbursed for your participation in this study. If you have questions about the research, 
you may contact me at 925.757.5954 or by email at nikkoe@comcast.net. If you have 
further questions about the study, you may contact the IRBPHS at the University of San 
Francisco, which is concerned with protection of volunteers in research projects. You 
may reach the IRBPHS office by calling (415) 422-6091 and leaving a voicemail 
message, by e-mailing IRBPHS@usfca.edu, or by writing to the IRBPHS, Department of 
Counseling Psychology, Education Bldg., University of San Francisco, 2130 Fulton 
Street, San Francisco, CA 94117-1080.  
      
PARTICIPATION IN RESEARCH IS VOLUNTARY. You are free to decline to be in 
this study, or to withdraw from it at any point. The San Ramon Valley Unified School 
district is aware of this study but does not require that you participate in this research and 
your decision as to whether or not to participate will have no influence on your present or 
future status as an employee. Thank you so much for your attention. If you agree to 
participate, please complete the attached questionnaire and consent form and return it to 
Ms. Lydia Schneider, BTSA Coordinator, in the enclosed pre-addressed envelope. 
 
Sincerely, 
 
Marilys deLong Taylor 
Graduate Student 
University of San Francisco 
 Appendix K 
Research Subjects’ Bill of Rights 
 
UNIVERSITY OF SAN FRANCISCO 
CONSENT TO BE A RESEARCH SUBJECT 
 
The rights below are the rights of every person who is asked to be in a research study. As a 
research subject, I have the following rights: 
 
 
(1) To be told what the study is trying to find out; 
(2) To be told what will happen to me and whether any of the procedures, drugs, or 
devices are different from what would be used in standard practice; 
(3) To be told about the frequent and/or important risks, side effects, or discomforts of the things 
that will happen to me for research purposes; 
(4) To be told if I can expect any benefit from participating, and, if so, what the benefit might be; 
(5) To be told of the other choices I have and how they may be better or worse than being in the 
study; 
(6) To be allowed to ask any questions concerning the study both before agreeing to be involved 
and during the course of the study; 
(7) To be told what sort of medical or psychological treatment is available if any 
complications arise; 
(8) To refuse to participate at all or to change my mind about participation after the study is 
started; if I were to make such a decision, it will not affect my right to receive the care or 
privileges I would receive if I were not in the study; 
(9) To receive a copy of the signed and dated consent form; and 
(10) To be free of pressure when considering whether I wish to agree to be in the study. 
 
If I have other questions, I should ask the researcher. In addition, I may contact the Institutional 
Review Board for the Protection of Human Subjects (IRBPHS), which is concerned with 
protection of volunteers in research projects. I may 
reach the IRBPHS by calling (415) 422-6091, by electronic mail at IRBPHS@usfca.edu, or by 
writing to USF IRBPHS, Department of Counseling Psychology, Education 
Building, 2130 Fulton Street, San 
Francisco, CA 94117-1080. 
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 Appendix L 
Inquiry Action Plan 
 
                
 
 
(SRVUSD BTSA Induction Program, 2008) 
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 Appendix M 
Participating Teachers’ Letters 
May 10, 2009  
Dear Sandy,  
 
It is amazing how time has flown by since we first met two Septembers ago. Yet our lives 
have also changed dramatically, your babies are growing and two are in school now, I'm 
engaged and frantically planning where my future will be. From this whole student-
mentor experience I feel like I have come away with a friend and ally in life and in the 
teaching world.  
 
Initially, I was so hesitant to have a mentor, what could she possibly do and teach me that 
I hadn't learned in college? I felt like I was ready to teach on my own, but my tune 
changed very quickly. You came in, pulled up your sleeves and asked to help, make 
yourself useful and be a liaison between my practice and resources the district had. You 
pushed me, without my notice, to improve myself, showed that things could be better, 
you helped to mold me, in the fashion of a true teacher and friend.  
      
Some of the most rewarding experiences I had in this program were days that you sat in. 
Teaching a lesson and knowing that someone was there, not to judge or impose their 
views, but to help me with my craft and support me through my strengths. We were able 
to sit down with the work I had given, with your scripted notes and our two brains and 
improve my practice with tweaks and hints. You would then have an idea sparked and 
come back with a resource to help this student remediate or that student extend. You took 
my "never satisfied" attitude and ran with it. But, you never pushed me so hard I was 
uncomfortable, you never twisted my arm into an idea and you always reassured me I 
was a good teacher. That reassurance is something that all new teachers need. Teaching is 
an isolating profession, you sit in your classroom all day and hope they are learning and 
hope that they are prepared to move on. You took away that anxiety and assured me that 
they were learning and I was moving towards mastery.  
      
On top of the mentoring you helped me to prepare my portfolio; it was something I never 
dreaded because you did so much to help me through. It was not the burden it is to so 
many other first and second year teachers. You recognized that my need was to teach and 
stretch myself, not sit with paperwork. Thank you for your hard work and diligence in 
making sure I would be cleared.  
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Sandy, this experience was nothing but positive. I can say nothing but praise for the  
opportunity to work with you. New teachers truly have a gift when you step in those first 
few weeks. Thank you again and again for all your hard work, friendship and sharing 
yourself and your expert practices with me. 
 
Sincerely, 
 
May 9, 2009 
  
 
Dear Sandy,  
 
It is hard to believe that our two years together are already over. It seems like just yesterday we 
met for the first time. I cannot even begin to describe what an amazing impact you have had on 
me as a teacher and as a friend. I am so grateful that we had the chance to work together. When I 
reflect on my first two years of teaching, I am confident that they would not have been nearly as 
fulfilling or bearable without you. You have a wonderful way with people and an incredible 
knowledge of education. Your positive and refreshingly realistic attitude is contagious, and your 
ability to take a stressful situation and make it manageable has helped me to survive two very 
demanding years. I have looked forward to our time together each week, and will truly miss it in 
the coming years.  
 
I have learned so much from you over the past two years. During our first year together, we 
focused on helping my students to become better mathematicians -to think critically, ask 
thoughtfu1questions, and explore the field of mathematics both individually and with one 
another. We also focused on helping my students to become self directed, reflective learners. 
Through our reflections, discussions, and observations, I can see how far I have come in both of 
these areas and how it has enhanced the learning for each of my students. This year, we focused 
on establishing boundaries with my students, while still helping them to become independent 
learners. We read an article together that outlined several ways to maintain good classroom 
management, visited the classrooms of very effective teachers, and established a routine that 
helped me to better manage my students while connecting to them on a personal level. I 
constantly utilize the practices we read about, observed, and reflected on. Our work together has 
truly helped me to grow as an educator and as an individual, and I know that I am a better teacher 
because of what you have taught me.  
 
I am extremely appreciative of all the work you have done for me, from arranging visits to other 
see other teachers, to observing me in the classroom, to giving me invaluable advice about my 
teaching practice. You truly bring something wonderful to the field of education. And now, I say 
thank you. Thank you for always rooting for me, for giving me a shoulder to cry on, and for 
constantly listening. Thank you for making me laugh, for helping me to love my job, and for 
making me the best teacher I can be. I wish you and your family nothing but the best in the years 
to come, and sincerely hope that we keep in touch and remain friends.  
Sincerely,  
 Appendix N 
Sample Teacher’s Interview 
 
Interview with Participating Teacher David  
By Marilys Taylor 
2009 
 
    
 
Marilys Taylor: Many of the questions that I will ask even though it seems like a 
lot here, some of them we’ll answer as we go along.  
David: Okay.  
Marilys Taylor: So I might say, “We’ve already answered this but is there any 
further thought that you might have or something on that?” 
David: Okay. 
Marilys Taylor: So let me tell my first question. My first question is about what are 
the factors that have influenced the BTSA program that in your 
mind have made it successful or not so successful. The second 
question that I have is about how effective you think the program 
has been for you. Have you been in San Ramon for both of your 2 
years?    
David: No so I have a different experience because I taught in Hayward 
last year for my year 1.  
Marilys Taylor: Okay. Great.   
David: And I taught here this year for my year 2. I have 2 different 
mentors and 2 completely separate experiences. 
Marilys Taylor: So we can talk about both because that’s exactly the type of thing 
I’m looking for in my research.  
David: Okay.  
Marilys Taylor: So what changes have you seen or experienced in thinking about 
your Hayward experience and your San Ramon experience, what 
changes have you seen in your role as a participating teacher? 
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 David: The first year at Hayward, they gave these 6 standards. They gave 
us 15 thru 20 on the California – I don’t know what it’s called – 
the teaching standards that you’re supposed to apply. 15 thru 20 
were supposed to be written on by the teachers. So they 6 colored 
folders and you had a bunch of work to do inside each of those 
folders. Then you had to turn in each standard separately and they 
would look through them and make sure you did all the work 
completely and send them back to you. Whereas this year, it 
seemed that we really focused on 2 of the standards.   
Marilys Taylor: 5 and 6. 
David: Yeah to get those ones completed. It was just very different. My 
mentor really helped me through that process whereas last year, I 
was kind of just given the folders. I had a mentor that was awful. 
We did not work well together. 
Marilys Taylor: Okay.  
David: So I was just floundering through them. I only finished one of 
them so I had to make up a lot of extra work this year. Last year 
wasn’t completed but they took the money for it even though I 
didn’t go through the program completely. 
Marilys Taylor: Did you have a lot of workshops to attend or seminars last year? 
David: Not. We had, I think, like 3.  
Marilys Taylor: Okay. 
David: Maybe 3 or 4 after school. There were different ones. In one of the 
standards, it talked about blood-borne pathogens in there, like it 
was a component of it. So you have to go to that workshop and you 
have to go to this different district for more workshops to meet a 
component of each standard.    
Marilys Taylor: Did you feel those were helpful or did they apply to what you were 
doing? 
David: A little bit but it was nothing that I hadn’t already learned in my 
credential program.   
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 Marilys Taylor: So there was some duplication. 
David: There was a lot of duplication from what I had already learned in 
the credential program with the standards that they were having us 
do over there. I’m a health teacher so learning about blood-borne 
pathogens and all that stuff I have already gone through a lot of 
that training and stuff so that was a little bit of duplicating. You 
just got to do it so… 
Marilys Taylor: Yeah, it’s the mandate. I think those were some of the reasons that 
teachers complained. They felt that there was a duplication 
between the credential program and what they were experiencing 
in the first 2 years in BTSA. 
David: Right. 
Marilys Taylor: It sounds as if you were experiencing some of the same… 
David: Yeah, a lot of that stuff. It would apply a little bit more because 
they would talk more specifically about the demographic you were 
teaching because it was in their district. That made a little bit more 
sense but a lot of it like teaching English language learners and 
different strategies, we talked about scaffolding – a lot of that stuff 
we had already done in the credential program. Another frustration 
for me was as a P.E. teacher, they didn’t really offer any. A lot of 
the stuff doesn’t apply but just kind of go through it. That’s what 
we got to go through. I was like okay; basically jump through 
hoops for the sake of jumping through hoops.    
Marilys Taylor: You mentioned that the mentor-teacher relationship last year was 
different from this year. Let me ask a different question first: was 
there more paperwork last year than you feel you might have done 
this year? 
David: I did. I had to do a ton more paperwork last year. Not that I didn’t 
have to do any but my mentor and I did all of it together. We 
would go through it step by step. Literally I was given one of those 
black satchels for paperwork and it had to be completed. Whereas 
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 this year, she gave me a portfolio and said, “All this paperwork, 
we’ll get it done by the end of the year and we’ll do it together.” If 
you look at my two experiences, they were like night and day, just 
completely separate, completely different. I had a mentor-teacher 
that I didn’t get along at all. I have one that I have a really good 
relationship now so they’re completely separate.  
Marilys Taylor: Good. Okay. So looking at the experience you had this year, it 
sounds as if that has been a more positive experience. 
David: Oh, yeah absolutely.  
Marilys Taylor: How has that impacted your teaching? 
David: I think that this year, she was great. She would come in and she 
knew exactly what we needed to go through, when it was time to 
do work and when it was time to touch base and check on teaching 
practices and different stuff like that. Even when we were just 
touching base, some days it was just really frustrating and I had a 
lot of negative experiences and we needed to just focus on a few of 
those and reflect that kind of stuff, she still made it apply to my 
portfolio and what we needed to do which is really positive and 
made a difference that way. She gave me strategies that would help 
me with troubleshooting more so and to deal with things in this 
area. It wasn’t just paperwork for paperwork’s sake but “What are 
you going through right now? Okay, how do we make that apply? 
Where does it fit into this portfolio?” So that was really, really 
positive.  
Marilys Taylor: Good. So I would imagine you set some goals. You probably had 
goals for your administrator. 
David: Yup. 
Marilys Taylor: And a goal or two for the BTSA program. 
David: Right. 
Marilys Taylor: Were those the same goals? 
David: Yes. 
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 Marilys Taylor: So you were able to align those together. 
David: Uh-huh. That’s what’s really cool about our administrator. She 
knew that we were in BTSA so when she came around and setting 
goals, she’s like “I know you’re working with Sandy and you’re 
setting goals. So we’ll take those as our goals for this year, too.”  
Marilys Taylor: That’s definitely a benefit.  
David: Yeah.  
Marilys Taylor: From the perceptions I’m getting from people it seems to be a 
positive.  
David: I mean our administrator just trusted that the BTSA mentor knew 
what she was doing. She’s known her for awhile and just said, 
“She’s really good at what she does. I trust that she’ll set the right 
goals and you have to do the right thing.” That was really positive. 
Marilys Taylor: The mentors that I’ve spoken with – and I’ve spoken with mostly 
full-time mentors like Sandy – feel that their role is not only to 
assist you but to act as a liaison with the administration for you. 
David: She totally was. 
Marilys Taylor: And she did that. 
David: Yeah. I work with another P.E. teacher. We both work at this 
school.  
Marilys Taylor: Beautiful school. 
David: Yeah, it’s awesome. We love it here. But at the beginning of the 
year maybe about November, we were having a lot of frustrations 
just on not being to take the department where we want it to go and 
having to answer to an administrator who says, “No, this is where I 
want it to go. This is where you’re going to go.” That wasn’t the 
impression we had gotten at the beginning of the year. It was more 
like, “Here is your department. Make it how you want it to be.” It 
was kind of like a struggle and Sandy set up a meeting the 
principal and then with us and said, “Let’s get together and let’s 
talk about this stuff.” She really facilitated a sit-down meeting with 
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 the 2 P.E. teachers and the administrator. Both of us were in 
BTSA. It was fantastic. 
Marilys Taylor: That’s great.   
David: Yeah. She really did that really well. It helped a lot to get us 
through a pretty tough time within our department. 
Marilys Taylor: Administrators - and I’ve been one for almost 20 years – you can 
always learn more.  
David: Definitely, yeah. Having her see where we’re coming from as 
young, youthful, wanting to be the best they can be and her 
practical experience and us having to listen and be, “Okay, she’s 
been a P.E. teacher and she knows what she’s doing.” So we kind 
of have to listen a little bit on that front and meet at the middle 
ground. So it was really a positive experience. 
Marilys Taylor: That’s great. Thinking about the experience you had this year with 
San Ramon; do you believe there are any additional changes that 
they could make to their BTSA program that might benefit new 
teachers? 
David: The only thing I could say that I would like to see changed about it 
because I really liked it, I really liked how they did it here. They 
had full-time release teachers that were your mentors such as 
Sandy. She was a full-time mentor and she really was trained and 
knew what she was doing. There was just a couple of times where 
it was like, “We got to do this. This is something we got to done 
just to get it done.” There was far less than I had last year. 
Marilys Taylor: Paperwork? 
David: Paperwork and the silly stuff, stuff that a teacher as a whole should 
have but didn’t really apply that much to P.E. but we kind of 
twisted it and made it kind of fit. That was just something we had 
to do because we needed that stuff in our portfolio. She did a really 
good job with helping me with it and kind of making me see a little 
bit of why we do it. But maybe – back to your question – making it 
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 more subject-specific might be a little bit better because they’re 
asking me to talk about classroom, keeping kids quiet in desks and 
testing circumstances – that doesn’t apply. I mean, do I test my 
kids? Yes, everyday is a test on their physical ability and I modify 
my instruction everyday based on how well they’re doing. It’s not 
so much what do you know, what do you want to know. 
Marilys Taylor: A paper-and-pencil test. 
David: Yeah, and bringing a paper and pencil out to P.E. kind of goes 
against the philosophy of the school. We want them up and moving 
and burning off energy. Sitting down and taking tests isn’t really a 
desire of our department and for our administration wants to see 
out of us. 
Marilys Taylor: Good. 
David: Maybe just make it more subject-specific, or letting the mentor 
decide “Maybe this really doesn’t apply to you but maybe we 
could do something completely different that might apply a little 
bit more.” 
Marilys Taylor: Right. I know they changed their program significantly. They 
discussed changing it when you were still in Hayward. They 
changed it because back when you were in Hayward and before 
that, it was very driven by those 6 standards.    
David: Right. 
Marilys Taylor: You had to do all of the things within the sub-standards within 
each of those 6 standards. People had the same complaints here 
that people had elsewhere. Your BTSA leadership – Lydia, Sandy 
and the others – made a decision with the district office that they 
would listen to the new teachers and make it much more the way it 
is today, this year that you had. 
David: Awesome.  
Marilys Taylor: Without state permission, they went ahead and took that leap. Then 
the state came out with legislation and UC-Berkeley came out with 
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 a report that said this is the direction BTSA should go. It didn’t say 
San Ramon but it validated the things that new teachers have been 
saying. And San Ramon went, “Whew! Thank you very much. 
We’re in the right direction.” So you have benefited, I think, 
from…  
David: Definitely. 
Marilys Taylor: The program and the changes that have taken place. That’s my 
perception and I think you validated that. 
David: Absolutely. It was definitely much better. I think BTSA beginner 
teacher support is what it’s supposed to be so to have you jump 
through these hoops and all these extra work, that’s not supporting. 
That’s like you’re going through a bunch of new things that are not 
helping you but hindering you because it’s taking you away from 
your classroom time. I think the changes they made are definitely 
needed.  
Marilys Taylor: Good. Moving on the second research question which really sort of 
relates to the first question but it’s the perceptions that you have of 
the program in a little bit different areas. So we talked a little bit 
about your mentor. It was effective in that you said she was a full-
time mentor. Did she come from a P.E. background? Was she 
available to you whenever you needed her? How effective was this 
match? Subject matter, grade level, geographical location… 
David: Right. I think it was a pretty good match. She was not a P.E. 
teacher. She’s a core teacher at the middle school level. She taught 
in middle school which I do as well. She taught just down the road 
in San Ramon. Similar but this development’s definitely different 
than a lot of the schools in the district so that’s a little bit different. 
She had a lot of experience working with similar demographics. 
She was definitely always available. That was something she really 
strived to do – to be available whenever we needed her. When we 
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 didn’t need to meet, she was definitely like, “Okay, when we need 
to meet then we’ll meet.” 
Marilys Taylor: So she didn’t micro-manage.   
David: No.   
Marilys Taylor: You didn’t feel like it was an oppressive situation. 
David: Absolutely. She had a really strong grip on it. If we had an 
observation on a pull-out day, we did like 3 hours one week and 
it’s like, “Okay, we’ve done our time for next week because we’ve 
taken a little bit of extra time this week. Let’s make that work for 
next week and maybe just answer this question and go on with that 
way.” It was very unobtrusive and just definitely more about what 
I needed as opposed to “We’ve got to do all this work so this is 
how it’s going to be.” We were a really good match in that way. 
She really had a good read on me as well. She’s pretty young and 
definitely a lot of fun and really just understood the situations that I 
was going through as opposed to someone pretty far removed from 
the classroom that didn’t really understand the energy, trouble, 
trials and tribulations and all that stuff that we were going through. 
She really had a good grip on that, too. It was a really good match 
in that way.  
Marilys Taylor: Good. Now you worked on how many goals with her, 1 or 2? 
David: I think we had 2. 
Marilys Taylor: Did you choose those or did she say, “No, these are the things you 
need to work on”? 
David: I chose them. We had a meeting and we sat down in the very 
beginning of the year. We just talked about my strengths and my 
weaknesses, areas I think I want to improve. She definitely just 
more of facilitated and kind of led the discussion where it needed 
to go but let me do all the thinking and deciding and talking. One 
of the big things I have is I want to work on making my classroom 
from a command-style class because with so many kids you kind 
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 of tend to be that way and being into a more autonomous 
classroom where the kids just know how to run it. That’s 
something that I’ve been working on all year. Did I reach it? I 
don’t know that I’ve fully gotten there but I think that I’ve gotten 
there way more than it was in the beginning of the year. I wanted 
to work on it and kind of made it one of my goals. The other goal 
is I really want to reach out to special needs kids and the special 
population. How do you reach them in a class so large, in a class 
where they’re generally not successful? How do you reach them 
and get them included without hindering the rest of the class? 
That’s something I struggled with and I need to work on and that 
was something that we incorporated into one of our goals, too. So 
she didn’t dictate any goals at all. It was all based on what I needed 
and just made it work for me that way.   
Marilys Taylor: Great. So you believe that this match was really helpful in carrying 
out your responsibilities, this work with Sandy? 
David: Yeah, it was awesome. 
Marilys Taylor: That was another question but we just want to make sure we got it 
down. 
David: Yeah, it definitely worked for me. 
Marilys Taylor: What are your perceptions of San Ramon’s changes in the program 
so that there isn’t a duplication of what you had at St. Mary’s in 
the credential program to what you’re having here? Or has it been 
a duplication?  
David: I don’t think that it’s been a duplication of what I had there. I think 
it’s been different in that it’s been all based on what’s going on in 
the classroom, what I need right now, how can she best support me 
in that way. So I don’t think it’s been a duplication in that manner 
especially coming from last year where it was like, “I’ve done all 
this. What am I doing?”     
Marilys Taylor: So in Hayward, it was a duplication. 
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 David: Yeah, definitely more of a duplication of what I had already done 
in the credential program. Here, it’s more “What do you need? 
What’s going on now? How can I help you?” Even if it’s just 
talking about life outside teaching because that’s what’s affecting 
your teaching now so okay, we spend the hour talking about things 
outside, managing stressors outside the classroom and how they 
affect classroom behaviors and that stuff. It’s much more 
applicable to what’s going on. At St. Mary’s, it was a lot of 
theories, bookwork and looking through different theories and 
strategies. 
Marilys Taylor: So it was more of an extension or enhancement of what you had.   
David: Enhancement, yeah and building on instead of a re-emphasis which 
I think I had the first year. This year was a building on and moving 
on and moving forward with and applying the theories.  
Marilys Taylor: Was your mentor in Hayward someone who was onsite?  
David: She was onsite. She was in my department. She was the female 
P.E. teacher. There were 2 males and a female. I was one of the 
male and I had a counterpart that was working with and she was 
our co-worker. She was really good friends with one of the BTSA 
administrators at the district level. She emailed her and said, “I 
want to work with David this year and do his BTSA mentoring.” 
They emailed me and said, “We have a mentor for you. It’s going 
to be the teacher you’re working with.” I emailed back and said, 
“Do I have any option because I don’t really know if that’s the best 
match?” They said, “Well I think she’s great. You’ll like her.” I 
didn’t want to say, “We didn’t get along already in the first two 
weeks because she’s one of her best friends.” It was not good; it 
wasn’t good at all. We never met. She had no training in BTSA 
mentoring. She just needed the money and just thought there was a 
way to get that. It was awful. She didn’t know what to do. She just 
said, “Here, fill this out.” “Well, what do I need to write?” “I don’t 
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 know. Just read the instructions and fill it out.” “Okay, but I don’t 
know what some of these mean. Go through a continuum. What 
continuum? What am I looking for?” It was hours upon hours of 
work for the one standard that I really got through completely and I 
did it completely on my own. I wanted meetings and she canceled 
them, not show up. Then she’d say, “I have to stay at school till 6 
today. I have this meeting later. So why don’t you just stay and 
we’ll do work?” Well, no. I had to do a meeting today to do my 
prep. I’m not doing that. Then it came down to the end of the year 
and we got nothing done. She said, “Well we’ll just meet a few 
times over the summer to get your portfolio completed.” I said, 
“No, I’m not doing that.” I don’t care if I have to go back through 
year 1 again. I’m not going to do that. I felt like BTSA should be 
like it was this year. Like, “How can we help you? What’s going 
on? What do you need work on? Let’s look through your practice 
that way.” As opposed to in the summer time when nothing’s 
going on and I’m not seeing the kids, no issues, doing a bunch of 
busywork. It didn’t seem like that was beneficial to me at all and I 
wasn’t going to waste my time doing that especially with someone 
I didn’t get along with. They said, “This is your BTSA mentor and 
she’s going to help you with the problems and stuff.” I said, “What 
if all my problems are with her and working with co-workers?” 
They didn’t really an answer for me so it was pretty discouraging. 
Coming in this year, I was really not looking forward to it. I was 
like, “This is going to be ridiculous and another hoop to jump 
through. I won’t clear my credential but I don’t know.” 
Marilys Taylor: And it was different. 
David: She blew me out of the water. The very first say she said, “You 
don’t write anything. I do all the writing. I’ll be your scribe and do 
all your paperwork. I know what needs to be done and we’ll do it.” 
I was like, “Alright!” 
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 Marilys Taylor: Okay.  
David: “Thank you.”   
Marilys Taylor: They’ve also done a lot of training with mentors. 
David: Right.   
Marilys Taylor: As they made these changes, San Ramon realized they also needed 
to retrain the mentors. But it is still a process. 
David: Totally. I agree. 
Marilys Taylor: And it’s evolving. Hopefully, it will just continue to get better. 
Well we kind of answered most of the questions. Two left: any 
further thoughts on any other changes outside of more content-
specific?  
David: I think it’s good. I think the main thing is for new teachers, you 
don’t want to just give them more work. We have enough stuff that 
we’re trying to juggle – dealing with kids’ personalities, 
administration’s expectations, just job stuff in general. It’s really 
overwhelming, like adjusting to teaching style life. To say “Here’s 
a bunch of paperwork” is not really effective. So what they’ve 
done, the changes they’ve made have been effective. Maybe just a 
little bit of flexibility in subject matter but I think that’s more 
specific to me. If you go to a classroom teacher, I bet you that 
would not be there. A lot of it is developed for the classroom 
teacher as opposed to what we do out here. A P.E. teacher is really 
different and it’s a different world. Even in staff meetings - 
everyone’s like that – even the credential program. A lot of it 
doesn’t really apply to P.E. That’s kind of the trend in education 
nowadays.  
Marilys Taylor: I agree with you. Even where I work, it’s more of a generalist type 
of program. The expectation is your subject matter in P.E. comes 
from your bachelors program and your content curriculum and 
coursework in your bachelors will carry you through. Now we’re 
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 going to teach you how to apply that knowledge in the teaching 
situation. 
David: If that’s the case, then why would my bachelors program not be 
my credential then? I’m going through reading books about how to 
properly administer a test in a classroom setting. Well, I don’t do 
that so why am I spending two of my class periods that are over 
$1,000 to talk about that? That doesn’t apply to me and a lot of 
times I just sit there, just listen, not say anything and go home. I 
think that would be the only thing that I would recommend but 
that’s definitely specific to my area – P.E. 
Marilys Taylor: Okay. The last question is do you have any suggestions or 
recommendations for me that might assist me in doing this 
research?   
David: Is your research on San Ramon? 
Marilys Taylor: Yeah.  
David: Specifically or the California BTSA?   
Marilys Taylor: Just on San Ramon.  
David: Just on San Ramon, okay. I think that you’re taking a look at this 
year but I think the BTSA program as a whole is changing because 
of budget cuts, budgetary issues and all that stuff. I’m pretty sure 
Sandy, my mentor who I think was absolutely phenomenal and I 
don’t imagine anyone could be better at what they do than her, is 
getting cut and being put back in the classroom. Are they as good? 
I don’t know. I couldn’t imagine they would be as good because 
she was amazing. That’s frustrating for me. New teachers won’t 
get to work with her. We don’t even have new teachers, who 
knows? But my co-worker is going to be year 2 next year and she 
has to have a different mentor which is frustrating when they’ve 
done so much work already. Her mentor gets pulled back in the 
classroom. Maybe if you just look at this year as a snapshot, I think 
you’ll get a good overview. But if you look at it in a couple of 
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 years, it definitely might change even more. If you look at what it 
was last year into this year, it’s changed a lot as you said. So 
what’s it’s going to look like next year and the year after, I don’t 
know if that’s what you’re doing. 
Marilys Taylor: That would certainly be a good recommendation for further study. 
David: For further study.   
Marilys Taylor: That comes in the conclusion section. Exactly, I agree with you. I 
think this district has done a wonderful job. From the data I’ve 
looked at and from all of the people I have interviewed, that’s the 
perception that I’m getting. To be able to maintain that level of 
support throughout the next 2 or 3 years with the budget situation 
is going to be a challenge for them   
David: Yeah, it is. 
Marilys Taylor: So recommendation for further study would be to come back and 
maybe do something at that point and see how effective it has 
been.  
David: Right.    
Marilys Taylor: Before BTSA was born, before a lot of the induction programs 
came about in the United States, a huge percentage of new teachers 
60-70% in some areas were leaving in the first 5 years. 
David: Right. 
Marilys Taylor: They said, “This is not what I thought it was going to be.” But they 
were sink or swim.  
David: Right.   
Marilys Taylor: They had no support. Those of us who struggled through those 
years learned how to cope and how to keep going but I think we 
would have been better teachers more quickly had we had the 
proper kind of support that it seems you were getting here.  
David: Right. Yeah. 
Marilys Taylor: So yeah, more study would be good. 
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 David: I definitely heard the same thing that you had brought into the 
interview where people are saying, “BTSA program is terrible. 
They’re awful.” They were and they are in other places. Here, I 
think San Ramon’s got it right in how they’re doing it. 
Marilys Taylor: Districts were supposed to implement these changes in 2008. 
David: Okay.  
Marilys Taylor: To write a program to implement them. But some districts decided 
“Well, we have first and second years. Let’s get our first years 
through the second year this school year and then next year 2009-
2010, we’ll make those changes. So some districts have not 
implemented them, or they’re in the process of developing a 
program to do so. But it’s still been more of the same. It’s still 
more the model you had in your first year plus a lot of Saturday 
seminars and workshops. 
David: Right. We didn’t have any of that. We had one workshop that was 
after-school for like 45 minutes. They had a bunch of workshops 
for classroom teachers I didn’t go to because they didn’t apply to 
me - reading workshops. So Sandy came up with, “For our 
workshop on our release day, we’re going to go look at all the 
other teachers or some of the other teachers in the district. Maybe 
that can help you direct your program and that can help you pick 
their brain about things.”  
Marilys Taylor: So that’s networking.  
David: Totally networking. 
Marilys Taylor: You set up a contact. 
David: Right. And that was our workshop because that’s where we most 
needed support. That was good. I think they’ve got it right here. I 
think they’re doing it really well. 
Marilys Taylor: Good. Well, thank you. 
David: You’re welcome. Glad I helped you. 
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Sample Mentor’s Interview 
Interview with Mentor Teacher Sandy  
By Marilys Taylor 
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Marilys Taylor: So now we are actually recording. I’m going to place this toward 
you because your voice is the one I want to pick up. I will go 
through and filter out and edit.  
Sandy: Sure.  
Marilys Taylor: I basically have two research questions and I underlined them here. 
What factors have influenced the BTSA program based on the 
participants’ perceptions? Participants are both mentors and 
participating teachers. So that’s my first question. The second 
research question is what are the beginning teachers’ and mentors’ 
perceptions of the effectiveness of your program. They kind of 
relate together. So what factors influence the program, and then 
what are your perceptions of how effective these factors are.  
Sandy: Okay.  
Marilys Taylor: So I have 4 questions for you in the first section and 5 in the 
second. What changes, if any, have you seen or experienced in 
your role as a mentor that would indicate San Ramon’s BTSA 
program is successfully meeting the professional needs of newly-
credentialed teachers?    
Sandy: Okay. Are you saying program-wise or in my mentoring? 
Marilys Taylor: Both, yeah.  
Sandy: I think I’ve been doing this as a full-time release for 3 years and 
I’ve been a mentor for about 9 years as a classroom mentor.  
Marilys Taylor: You have a lot of experience.  
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 Sandy: Yeah. The most recent changes that are program-driven that, of 
course, affects me as a mentor is the switch to inquiry-based 
learning and inquiry-based action plans. That allowed PTs and 
mentors to work together to go deep into kind of the practice of 
teaching and what PTs want to explore. It made it job-embedded. It 
made it useful and meaningful. As a mentor when I work with PTs, 
it’s never about the paperwork. It’s about their demonstration of 
doing whatever it is they want to inquire about and my role is to 
just document that. So they never are involved with the paperwork 
piece of it; it’s always conversations. Some of my PTs are doing 
building and formative assessment, for example, into their lessons 
and into their work with their students and so they experiment with 
all kinds of things. It really allows the PT – and I use that 
language, right?   
Marilys Taylor: Yeah. I put MTs because you guys are MTs.  
Sandy: Yeah, mentor teachers. Okay. It just allows them to make the 
program fit for what they need versus vice-versa. 
Marilys Taylor: Right. 
Sandy: That was the biggest change. I think also the way our program is 
set up, it allows it to be collaborative. There are things that I have 
learned about especially in the way of technology and the 2.0 
learning and 21st century learning. I didn’t have that knowledge 
base 3 years ago when I came into this. When you work with 
teachers who are coming out of programs that offer the latest and 
greatest…  
Marilys Taylor: The newest stuff, right. 
Sandy: We all work together to professionally develop. I think that just 
education-based changes help to make the program strong as well. 
I think in San Ramon – if I can be so bold as to say – I think we 
sort of nurtured that community of learners idea and the staff 
development day that we’re having on the 18th is sort of a 
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 testament to that. Many of our PTs and mentors are presenters 
there. I don’t have the exact numbers but I can get you the exact 
numbers of what percentage actually are BTSA people. It was 
large. 
Marilys Taylor: That’s nice. 
Sandy: Yeah, if not half then almost.  
Marilys Taylor: That’s great. If you think of other things as we go along, feel free 
to say, “Oh, by the way” because I can always…  
Sandy: Okay. Another change I’ll say in my role as a mentor is I think we 
have laid out a more defined system and connectiveness with 
principals and mentors onsite. I think when I started this, the vision 
was mentors all over, including district mentors, TSAs would 
support the PTs. Through the years, the district TSAs, the 
leadership team – and again, we’re mentors, too -  we sort of 
moved the focus away from the PT and to the mentors and 
principals. I’m kind of a two-layer person: I have my PTs that I 
work with - 18 of them, and then I also work with the classroom 
mentors and principals to further their practice and their 
knowledge in all kinds of things, even talking about the inquiry 
plans, communicating with all the stakeholders. By lifting their 
practice up, that indirectly benefits the PTs 
Marilys Taylor: Yeah, sure. 
Sandy: We’re heavily training the mentors now not just on – you’re 
familiar with the New Teachers Center in Santa Cruz?  
Marilys Taylor: Yes. 
Sandy: Okay, so not just on things that they’re showing up, but how we as 
a district can work together to support the new teachers. That’s 
another change – we kind of shifted to include principals on a 
pretty extensive level as well as classroom teachers. 
Marilys Taylor: Yeah, if you want it to be collaborative so that’s it’s job-embedded 
for the PT, the administrator needs to be onboard with that. 
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 Sandy: Absolutely. 
 
Marilys Taylor: So that they don’t say, “No, no, no. I want all first-year teachers to 
focus on this.” 
Sandy: Right.  
Marilys Taylor: Top-down. 
Sandy: Some still. We had some experience in recent years. “Here are 
your goals but your goals should be this.” So you work with the 
mentor and the BTSA leadership team and say, “How can we build 
that vision into a goal that is meaningful for the teacher?” We’ve 
had triads with principals and just a partnership and the partnership 
has grown. 
Marilys Taylor: It’s a process. 
Sandy: Yeah.  
Marilys Taylor: That’s great.  
Sandy: It’s definitely just evolving as each year goes by.  
Marilys Taylor: Well I know that your district has also provided some direction for 
the new teacher center, according to Mary, in this collaborative 
relationship with the administrators.  
Sandy: I think so. 
Marilys Taylor: Which is good. 
Sandy: Yeah. Well, we call it the site liaison model. 
Marilys Taylor: Okay.  
Sandy: What that is that all members of the leadership team are site 
liaisons, liaisons to sites. So I have 7 sites. I work with the 
principals of those 7 sites and all the mentors and the PTs. It’s an 
extra layer that didn’t exist say 4 years ago. 
Marilys Taylor: So that’s another change. 
Sandy: That’s another change, absolutely. Definitely a big shift. 
Marilys Taylor: Good. We talked a little bit about what the changes were and you 
started to talk a little bit about the impact. What impact have these 
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 changes had on the effectiveness of your program? Do you believe 
that these changes have been positive? From what you’re telling 
me so far, it’s as if they are.  
Sandy: Yeah. It’s sort of like I built this question in without knowing it but 
absolutely much more effective especially with all our stakeholders 
from Board. They were really utilizing that – I don’t want to say 
chain of command - but it’s really a chain of connections. You 
know, principals will call us, we’ll call them. We really work 
closely with our mentors and principals and PTs. It’s kind of a 
triangle, definitely positive. With the action plan, too, it’s a 
positive effect because it’s tailored to the individual needs of the 
teacher. I didn’t mention this before but we’ve gone to a more job-
embedded professional development as well. It’s not a sit-and get 
workshop anymore. We’ve eliminated the larger everybody-come-
and-this-is-what-we’re-going-to-present-to-you workshop model. 
Now, they get a choice and you probably heard about this. They 
can choose professional development that’s directly related to 
them. Or they can create their own if they see a seminar they want 
to attend. We’re doing groups across the district and cohorts across 
the district.  
Marilys Taylor: How fun!  
Sandy: Yeah, I was involved with a math cohort at the high school level 
and a couple of different cohorts around the district. Having the 
professional development be timely and suited exactly to the needs 
of the teacher and directly related to specifically what they wanted 
to explore is getting a lot of positive feedback. The teachers are on 
the ground level of the creation of that. For example, with one 
teacher, I was working with formative assessment on. There’s a 
book out called Never Work Harder than Your Students and it 
really delved into that formative assessment piece. We combined 
the study of that book with another book What Good Math 
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 Teachers Do by I believe Posamentier. It was exactly what they 
wanted. They chose and then we were able to gather as a group of 
6 and talk and make lessons. 
Marilys Taylor: It’s real professional. 
Sandy: Yeah. It’s a PLC, but the difference with a site-based PLC is 
you’re mostly guided by what the principal or department choices. 
They were in on it. They created the PLC. That also is kind of real 
positive in our program.  
Marilys Taylor: Good. Third question: let’s talk about the Scott Bill SB 1209 which 
was kind of the shift. With many of the complaints going to the 
legislature, they changed the direction. You went from so many 
program standards and you kind of condensed it; a lot has changed. 
If the intent of 1209 was to streamline BTSA for participating 
teachers, how has this occurred in San Ramon? You were a part-
time mentor before so you really worked under the old program.  
Sandy: Right. And we were CFASST.   
Marilys Taylor: Yes. So what differences have you seen from that to the changes 
that you’ve got now? 
Sandy: I think the huge difference again is that before, it was directed, it 
was designed from a higher – are you familiar with CFASST? 
Marilys Taylor: Uh-hum. 
Sandy: It’s been a long time now but you had little booklets and you 
would do the booklets. You would do the work but it’s almost like 
you had to do whatever was outlined. 
Marilys Taylor: Yeah, prescribed.  
Sandy: It was more like a task from the intern program. It was prescribed – 
that’s the word I’m looking for. Now, there are still common 
standards and guidelines yet there is some flexibility there. You 
still hit standard 6. You know, universal access, students with 
special needs, ELL but you’re not looking at it in the box of one 
event. You’re looking at it across the year over a series of lessons, 
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 over a series of assessments of the units. I think it streamlined the 
vision maybe, that it makes it more meaningful. Not sure if that’s 
what you’re looking for.   
Marilys Taylor: One other thing that I would hear teachers say is, “I’ve come out of 
the credential program. I’ve got the latest and the greatest stuff. 
Now I have to go into BTSA and what I’m experiencing is the 
duplication of what I’ve had over here – whether it’s St. Mary’s or 
Chapman or wherever they’ve gone. Then I go into the BTSA 
program and I have more workshops and more seminars and a lot 
of paperwork.” Those were the things I was hearing. 
Sandy: Again, it’s kind of like that reframing. You could look at it as a 
duplication. I think San Ramon does a pretty good job in this and 
maybe not all BTSA programs do, I don’t know. I’ve never 
worked in any other BTSA program. You could look at it as a 
duplication or you could look at it as an extension.  
Marilys Taylor: An enhancement. 
Sandy: An enhancement. When you fly solo, it’s a lot different than being 
a student-teacher. 
Marilys Taylor: Oh, yeah, even being an intern. 
Sandy: It just is. Again, it’s not a task anymore. It’s an inquiry now. 
Marilys Taylor: I think for you guys, that’s a huge difference than in the past.  
Sandy: Right. I think that the state and IPs are really looking for ways to 
show the bridge of the two programs. 
Marilys Taylor: The bridging document is going to be important.    
Sandy: It is. There’s one that exists now. 
Marilys Taylor: I just got the sample from last summer and I would give a copy to 
my students exiting the program and I would say, “Think about 
this over the summer or in the next few weeks. Use this with 
whatever district you’re going to so that you look at your strengths 
and you look at areas where you want to continue your learning. 
Use this paper as a discussion.” 
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Sandy: Right. And if you utilize your mentor and collaborate and use the 
mentor in all the ways a mentor can be used, you’re both learning 
and you do have an expert guide. That’s what all our mentors are 
trained for – to be facilitative educators and colleagues. 
Marilys Taylor: Do you find that you’ve come across people in the past that 
haven’t wanted to take advantage of that? One that said, “I’ve 
already done that. I know how to do it.”  
Sandy: You know what? I wish I could run to my car and show you a 
letter. I just got it. A PT just gave it to me a half-hour ago. It says, 
“When you walked in the door 2 years ago, I was very hesitant to 
have a mentor.” I’ll give you a copy just because it kind of 
captures the idea. 
Marilys Taylor: Sure! That would be great. 
Sandy: “I was very hesitant. What could you possibly teach me that I 
didn’t already know? I’ve already done the program.” Then she 
goes on to just say how working together, not specifically me but 
having a mentor in general, just kind of bridge the pedagogy with 
the actual experience. So I think a lot of people that are in the 
BTSA program at the end of 2 years, in 1 year or at the end of 1 
month, I meet a lot of people that aren’t interested in what I have 
to say and then the next week, “When can we meet? I know we 
scheduled Tuesday but can you come Monday?” Sometimes I want 
to say the program is as good as your mentor because I think it’s a 
two-way thing. It’s not just the PT who knows how to take 
advantage of the mentor; it’s the mentor that has to know how to 
make themselves available. 
Marilys Taylor: Absolutely.  
Sandy: You have to know everything that we’re trained about: which 
stance to take, when to be facilitative, when to be collaborative, 
when to be instructional. I think that yes, there are hesitant people 
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 but the stories I’m hearing more so lately are, “You know I left and 
I heard the BTSA horror stories. I did not want to be a part of 
BTSA.” I worked with a teacher at Dougherty Valley High and she 
was from LA. He interned in LA. He said, “I was so dreading this. 
This was going to be poking my eyes out with a stick. But it hasn’t 
been that way and I can’t understand where all that negativity 
came from. It just hasn’t been that way. It’s been like the best 
resource.” The mentors have access to so much more curriculum, 
not just curriculum. 
Marilys Taylor: Resources.  
Sandy: Resources, people. “Oh, you want to look at formative assessment? 
I know someone who’s also looking at formative assessment. Let’s 
get you together.” Or, “You’re looking at best practices. I got 3 
other people. Here’s our ELDS expert in the district. Let me make 
an appointment for you guys.” It’s the responsibility of both the 
mentor and the PT to kind of see how to make it work. 
Marilys Taylor: It’s a two-way street. 
Sandy: Exactly. I think at least in my own experience, it’s pretty fun to 
turn, to get the negative “I can’t, just tell me what to do and I’ll fill 
it out” and evolving them into “Where can we go with this?”    
Marilys Taylor: Bring along the reluctant dragon. 
Sandy: Right. 
Marilys Taylor: Well, good. The last question in this section is can you think of 
additional recommendations for change that San Ramon could 
make to strengthen its program? 
Sandy: It’s not a change but you know that we’re in crisis mode. I think to 
maintain a leadership team is essential to keep the integrity of the 
program. I think we built a solid track with the inquiry action plan 
and we’re on the right road and sometimes ahead of the curve. 
Partnership with the new teacher center – I think if keep all those 
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 intact, we’re in good shape. As far as changes, I think it’s more of 
saving the ship. 
 
Marilys Taylor: Yeah, maintaining the status quo for now.  
Sandy: Yeah. 
Marilys Taylor: Okay. Second question: we talked about the factors influencing the 
program. Could you describe how effective you think the match is 
between you and your beginning teacher? In other words, how 
closely aligned are you in grade levels and subject matter? 
Sandy: Well I have 14 or 15 people. They run from first grade to twelfth 
grade. Most of them are middle and high so in that respect, I’m 
aligned in grade level and subject matter pretty closely. But it 
hasn’t been important because again as a mentor, if I need 
resources, I know where to get them. And I do have many years of 
this so maybe in the beginning of my practice – say in the first 5 
years – I would’ve felt less matched had I not been matched grade 
level and subject-wise. I think the first 2 years out of mentoring - 
again this was 9 years ago – I was matched with core teachers. 
Then there was a year where I was matched with a science teacher 
and a math teacher and I was still working full-time in the 
classroom. It wasn’t until I worked with the math teacher and the 
science teacher that I really understood the program. When you’re 
a novice mentor, you’ve a lot to learn and the learning curve is 
steep but I think I kept falling back on curriculum support. But 
when you’re mentoring out of your subject area, you really grow 
your mentoring practice. I found that I became a better mentor 
when I started mentoring people outside of my specialty.  
Marilys Taylor: It is an interesting perspective. 
Sandy: It really did. Maybe because it happened in my third year and I 
didn’t have a core teacher. I had these math and science teachers 
and I thought, “I am never going to get through the year. I have no 
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 idea how to help them.” That’s when my mentoring practice grew. 
It shifted completely. So I think I’m well-matched with all the 
people I work with. Again, I have a first grade teacher that I work 
with. I didn’t have the resources in middle and high school in my 
personal toolkit but I knew where to get them and I did. I really do 
like to learn about new things so I used it as an opportunity to learn 
as much about the first grade as I could so it worked out. Again, it 
was very collaborative. I want to say that she taught me as much as 
I brought to her. 
Marilys Taylor: That’s great. 
Sandy: I think I’ve learned a lot and every year as a mentor, you really 
delve into the different aspects of the job.   
Marilys Taylor: You’re the third mentor that I’ve interviewed and you all said 
pretty much the same thing in different ways. This particular match 
from what you guys are saying is not as important as so many 
other things. It’s there because you match experience at a lot of 
grade levels.  
Sandy: Right. 
Marilys Taylor: If you had no concept of what a 5-year-old could do and you only 
worked with adults or with secondary people, then it would even 
be a steeper learning curve. I think for the participating teacher to 
feel the competence, believe in the confidence that you could 
relate, you’ve got the experience. 
Sandy: Another thing is with PT-mentor relationships, I would say no two 
look alike. It’s totally based on how the PT is. You adapt and 
evolve and you have to find what that person needs. If you can’t 
find what that person needs, it’s not going to work. That’s a skill 
that you’re consistently growing and developing. How do I be 
exactly what this teacher needs to be?  
Marilys Taylor: I think the second question addresses that.  
Sandy: Yeah. 
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Marilys Taylor: We talked about the match. The rest of these are questions for PT. 
We don’t have 4 pages of questions. This question is about you. 
How has participating in BTSA encouraged you to develop and 
enhance your skills as a mentor?  
Sandy: The cool thing is that I went to BTSA as a PT so early on, I 
developed kind of that habit of mind of lifelong learning and sort 
of get away from “I’ve been doing this for 15 years so therefore, I 
must be an expert.” I feel like I have so much to learn. Again, I 
have 15 teachers so I’m involved in 15 different inquiries. I’m 
learning things and working with teachers on 15 different projects. 
I think just that experience allows me to develop my skills as a 
mentor and taking part in all of the professional development. A lot 
of the professional development I have to seek it out because I 
need it to help someone else.  
Marilys Taylor: It’s self-designed. 
Sandy: Yeah, so the whole thing about formative assessment – sure, I 
knew what it was but I needed to find out a lot more about it and 
really kind of do my own personal study. So just that habit of mind 
of “I’m not done learning…” Being NTC-trained, I have access to 
leadership networks and cluster meetings and taking advantage of 
other people’s expertise to help you grow your own practice.   
Marilys Taylor: You have to be able to resonate. You’ve developed self-
confidence. You have good interpersonal and intrapersonal skills. 
All of these things help you do the things that you’ve talked about 
here.  
Sandy: Yeah, I think so. And again, you take advantage of what you can 
learn from other people in watching them and working with them 
and working with a team of really dynamite people.   
Marilys Taylor: Yeah, you work with a good team.  
Sandy: Yeah.  
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Marilys Taylor: Yes, you do absolutely. This question relates back to something we 
talked about earlier and I think we already answered it. 
Sandy: Okay. 
Marilys Taylor: Because we talked about how effective. And then what additional 
components might be further modified or even eliminated so that 
beginning teachers see this is a valuable tool in enhancing their 
skills and competencies? Are there anything you feel that we could 
do less of this and we could do more of that? 
Sandy: We’re just in our first year of our professional development model 
so I think we need to take a look at it and see what’s worked and 
see how we can kind of extend the reach to include maybe other 
teachers besides BTSA. We do have cohorts running that have 
both veteran and BTSA teachers. The math one at the high school 
is an example of that. But other people want to be brought onboard 
this community of learners so how do we do that? I know now in 
our last month, we’ll kind of go into what worked. Personally, I 
will try to push that to further our professional development model. 
Marilys Taylor: It would be interesting to see because we talked awhile ago about 
some sort of hanging together, you know maintaining the status 
quo but you’re such a dynamic group of people. Somebody is 
going to suggest, “Well, I think we need to look at this.” You may 
or may not but it’s going to continue to evolve because you’ve this 
good thing going and it’s a real positive approach. 
Sandy: Yeah, and then how to evolve. I think with the change that 
happened this year, we won’t be intact as a team. How to preserve 
what’s needed with less manpower, less whatever, money… 
Marilys Taylor: You know everything is cyclical.  
Sandy: Yeah, it is.  
Marilys Taylor: You’ve seen it. I’ve seen it. Let’s hope you planted enough seed. 
Sandy: Yes, exactly.    
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Marilys Taylor: So that things can germinate for awhile and grow until there are 
resources to bring it back to the level you’d like to see it go in the 
future.  
Sandy: Yeah. 
Marilys Taylor: The last question: are there any additional changes you could 
recommend that might strengthen your program for its teachers 
other than just enhancing the inquiry action approach and things 
we talked about? 
Sandy: Yeah, continuing with that. You know, I don’t know. Because this 
was a new program, we really sort of dived into these changes and 
still playing with it.   
Marilys Taylor: You went in the right direction though. 
Sandy: We did. Years ago we took a risk and I think the risk is paying off. 
Marilys Taylor: You listened to your teachers. 
Sandy: Right. It sounds like the New Teacher Center went that way. I 
think we just made the change a couple of years earlier than some 
other programs so we’re going to sit with this change for awhile.    
Marilys Taylor: This isn’t on here but tell me a little bit. I’m a first-year 
participating teacher so I choose one goal?  
Sandy: PTs choose two goals. 
Marilys Taylor: Two goals and I work on both throughout the year, or one in the 
beginning of the year and one in the last half? 
Sandy: So there are your two goals which are set for your site 
administrator. They’re comprehensive and based on the standards 
for the teacher profession. Yes, they’re worked on both pretty 
much throughout the year. Then your inquiry plan is sort of a 
narrowing down one of those goals. It might be separate. 
Marilys Taylor: Just one goal on that.  
Sandy: On the inquiry plan? It is one focus. Have you seen some of them? 
Marilys Taylor: I just glanced when Lydia showed me. 
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Sandy: Okay. I was going to say it might be worthwhile to get a copy 
because you’ll see there are different layers on the inquiry plan, 
different steps and some are better than the others. But it’s almost 
an extension of the goals. I’m trying to think if I can remember 
someone’s goals… So for example, a first grade teacher one of her 
goals that she set for the site administrator was to develop students 
into critical thinkers and independent learners, etc. etc. So her 
inquiry plan then was to create a math program that made that so. 
Then we were very specific. She was going to develop centers. She 
was going to use formative assessment into every lesson. She was 
going to do think-alouds and modeling. She was going to build in 
conferring one-on-one with students every single day. She was 
going to join a math cohort with other elementary teachers. So you 
can see that by doing the inquiry plan, it furthered one of her goals. 
It does go hand-in-hand.      
Marilys Taylor: Do first year PTs go to seminars, Saturday seminars at St. Mary’s 
or do they go to workshops outside of what we talked about?  
Sandy: If they want to make that one as a professional development 
opportunity. 
Marilys Taylor: So it’s a choice then, not a mandate. 
Sandy:    Not at all. Most PTs do so much professional development either 
onsite or with their PLC or with their mentor. I’m not sure how 
much they’re participating in St. Mary’s workshops. 
Marilys Taylor: So that’s the first year.  
Sandy: First and second year.  
Marilys Taylor: So the same format: the principal has comprehensive goals and 
then they focus in more in-depth… 
Sandy: On an inquiry plan.   
Marilys Taylor: And it could be a continuation of what they did the first year.  
Sandy: Could be, depending on how extensive the inquiry plan was. 
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Marilys Taylor: Okay. 
Sandy: Sometimes in the first year, teachers are dealing with classroom 
management issues a lot or curricular issues and so the plan is 
focused in one of those two things. Then in their second year, 
they’ll look at assessment. They’re able to look at the things that 
they couldn’t delve deep into the first year. The second year is 
such a treat to work with a PT because they sort of like gotten 
through “Okay, what’s my routine when the kids walk in?” 
They’ve done that and they start at a much better place.   
Marilys Taylor: Well next Wednesday should be fun because Lydia invited me to 
come. 
Sandy: To the Colloquium? 
Marilys Taylor: Yes. 
Sandy: Great, it will be fun.    
Marilys Taylor: She had invited me last fall when we started this whole idea and 
here we are a week away.  
Sandy: It’s amazing. Yeah, I know. It’s going too fast. 
Marilys Taylor: I know. Well I wish you the best for next year. 
Sandy: Thank you.   
Marilys Taylor: Lydia gave me a copy of the recent comments that were written by 
participating teachers. I guess you did something in March.   
Sandy: Uh-hum, a survey. 
Marilys Taylor: Those were just positive comments with your name throughout the 
written comments. 
Sandy: Thanks. It’s been a great gig.  
Marilys Taylor: Yeah! 
Sandy: I really have enjoyed the work. I learn so much. It’s been a good 
thing. It’s a great job.  
Marilys Taylor: You’ll keep doing good things even if you are in a different 
position. 
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Sandy: Yeah, sure.    
Marilys Taylor: You just don’t know. 
Sandy: Change is good.  
Marilys Taylor: You can always count on change. 
Sandy: Right. That is the good thing. This is my thank you so much. I 
hope I got you something you could use.   
Marilys Taylor: Alright. That’s yours. 
 
[End of audio] 
 
 
 
 
 
